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AUTHOR'S ABSTRACT -

Between 1968- and -1973, the Oregon Elementary 'English 'Project planned,

wrote, and tested an experiisental: curriculum.-in the English -language -arts

=for --grades- one -through six.- --L.- The --curriculum was = the-joint product I of--the-

---collaboratiire- -efforts of University of Oregon- specialists-1h English and

Education,- and experienced' elementary= school- teachers trot eight school-eight school-
districts injOregon-and _Washington.- The principal purpose- of_ the':Project

was to develop an elementary school- curriculum in- the_ language -arts that
_would- be consistent in- philosophy With the -suncessittl English -ctirricublm

=for= grades seven through twelve_ that ,hed_been -thi
Oregon CurrlcUlum Study. Center -(a -past of -USW.- English"),_
thus comprising_ a_ twelve-year _cour-se--'of--situdr ,planned as_ an organic
whole. -The. curriculuiecoisistsJof -__extensive- Material* for both pupils
--and _teachers in children** literatures,- creative dram4.-language;-and
eisopOsition, etch-- of these_ -strands extending for-the full =six-years
the `elementary- grades. The- program--was used in -Classrooms', of -_ some:
_150__teacheirs participating `cities _and, involved=-

thousand children.: =-A,bodr of--evaltative -data- gathered flys:the:teachers
who tried_ out-the-Asaterials_-_revealet-a_distinctly_ favorable reactionAo

--,the--_ curriculum:-
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PREFACE

The experimental curriduluta developed by the-Oregon Elementary
English Project was -in a true seuse.-a° work-of co/laboration,__ to which
many- people; both Universit:* -staftmembers and elemertary- school -teach-
ers, contributed. In- nasty_ cases---..individual- contributions are hard to

identify- because they-were usually worked--over- and revised repeatedly
--by other members of- the committees before-being -put_in final fork.
Special tredit;_ however, --,__is -due the.chairmenrof the =four -writing com-
mittees, -who impervised the planning and--preparation-iorthe_ materials
in-the several strands of the curriculum -and were responsible for the
final-versioner_= Stoddard Malarkey (literature),- Barbara Salisbury
(creative drama), -EcIna-Dellaven- (ccaposition), and -Annabel-Kitahaber
(language). The- essays- on the four strands that appear- on pages- 37-

.91-of this_Final _Report were-Written-by these people. Paul Raffeld
analyzed the--:evaluative_ data--derived frost the classroom trial or the
-cumitulum and.--is4the_ taithor_.of the zectioi-- On evaluation in this-

(pages-_9-35).

-:The--Project owee,a large debt of-gratitude of the 150 teachers
tried :cut= the experimental 'eurriculusit is17 their classrooms and, ave

the Proj ect staff the_ -benefit_ of-r-theirr criticisms and suggeStionis; -and

to-the officials of-the participating---schoolisysteme:whose generous
help and cooperation -:were :indispensable_ to--the=succesti -of the Project.
In particular, wez-wish-:to,thankfthe _rfollowing:_-_-:-EVelyri Piper, -Mee
-Jackso42-and Donald--Shutti--(Eugehe),- Ra--_-Bradshail (Bethel), -Evert :Snyder
and Frank Welch (Springfield) Jack -Petert__ (Coos Bey) i- Kent' Myers:- end

Scholatitica-Mukty (Lake Oswego); _George_ Russen,-_ UAL- HOslers- and Lois
Pinter- (Beaverton)-411-__ in- OregOn; -and_ Mary- Shepherd :_(Mercer
and Floyd_s_Dafiits,--iL.uise--Markert, and-John Kenivr(Seattle) in -Washington._
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Introduction

In' Juni 1968-the -United States OffiCe of Education -approved a
proposal- from the English Department -Of -the University -of Oregon-to
develop-,an experimental-course of:study _in ithe English-language arts for
grades one .through--six, in-cooperation-with teachers- and- school admini-
strators- in ,sii Oregon cities :(E-ugene, Springfield,- Bethel, _Coos Bay,
Lake -Oswego, Beaverton)- and--Se,ttle, -Washington.* Between-1962 and. _-
1967, these sanie:_cities had participated with the -University -_-of Oregon--
English Department suceeisfUl -earlier project also Aulded by
-USOE, the:Oregon Curricaum Study -Center,- which- developed_ 'a- sequential
and cumulative English-curriculum for grades seven through twelve. ,The
later program, described in--the-report-mhich-follows, Was called-the
Oregon 'Elementary English Project--and Was intended-to test_ whether some
-of the same approaches- and assumptions used in producing_ the -secondar7
English curriculum could be successfu lly employed,in working -out a new:
languageArts = curriculum -tor -the "lower grades.

- -It should-be'noted here that -in 'ourPropoeal we specifically-ex-, --
eluded a direct concern-with the teaching of beginning _reading, since-ire
were persuaded- that _= the teaching_ of this _basic -niekill_ is so -important
and -presently such unusual difficulties that = -it Was_deserving- of- a separ,
rate -- project.- Our intention was to develop- a---language arts- curriculum==-

that- would fit around -and- -enhance the effectilteness- -of-the-1*We 'ending
program, not -replace it t----or in any_ Way diminish the -attention it so
properly. receives.

We were especially interested =in developing itleMentary school--
curriculum in the-language -arts for several reasons. First, -we realized
back Sri 1962-_thit'it-- would_ have -been more:logical- then to begin- work on
a sequential curriculum::_ at-the-fir-et_ grade '-letrel rather than -it_ the
be-ginning- of_ the = junior'n high _-school- years_. ---But_we- were -also aware that
University Eaglith: professore-- had-a,-lot- to learn- in order- to Work ef-
fectively -even at-- -the seventh= and -- eighth gr_ade let alone- the
lower -grebe -of_ the ,-,elementary: school. For this reason me decided- to
start- at_ grade _seven---in the -eerlier _project,- -as -being- nearer -to the _-

levels with which7we- were alrewiy-most familiari _the- senior_ high--achool.
grades. s (For -stellar- reasons, when, we camel to prepare -the elementary
school curriculum-We begmYwith grades_ five -and six, as-being closest
to what we were already- teelutinted-Twith, then worked downwards-toward
the lower-grades.)

A second reason for-our wishing to develop an experimental language
arts program- for the elementary grades. was -that, during the yowl; of
"Prbject Englisho activity-in-the 1960s, -this level had received little
attention: -Only one _project- (that -at the University of Nebraska)

*In 1970 one school in the Mercer Island, Washington, school
district was added.
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attempted_ to deal Jive- ccmPiehensive-''Way with the proliferation of an -

elementary-school curriculum in language arts, -moet_ -Of the other Cur----
riculum-Stlidi- Centers_ haying Concentrated-on the -secondary years or
on varibuel kinds. ,otteacher-training_ Activities. Here, then, we felt, -

was .ra job thiit--needed--to be-doe, and with Our recentr_experience of
working- at the _junior --high school level, -We _felt confident- of our
capacity for developing a course of itiitt= for grades- one through six- -
with, -of course,_ the active collaboration of experienced elementary
school teachers.

A. third reason for our-desite to prepare an eacperimontal curricu-
lum for these early years was that we -hoped-it -would- proVe_-pottibla to
create-a course of.study -in- language-arts_ that would be consistent with
the curriculum we had,alreadrprepared fOr--gradessseven through twelve.
We hoped such an -elementa_t_Y school. curriculimi would 'lead_ toward the
curriculum of the jtinior and -senior high, school in a logical and edu-
cationally advantageous -way, so- that we would at the end have a twelve-
year curriculum animated,:by a consistent philosopbynd planned as an
-organic_ whole. To the extent that we succeeded, we believed that such :-
an'acccarclishment-would be of more than passing _s_i:grAificatice to the
better--edircatiori of-_American cbjl5njn the-most--basac of school -__--

subjects: --.: ,



Methods,
0,

We. spent the first _year of the Project working with a minimal staff,
-making- a comprehensive survey and evaluation of -e3cisting-slementarY
schobl language arts textbooks, and of language arts_ curriculum-guides
for the -elementary grades free a wide-eelection-of cities throughout
-the -United States. -During this -year-we-also made- necessary-contacts
wit', appropriate -officials in each of the participating school systems,-
solicited--their advice and help, -iand _began to select the echoolteachers-
who- would ibeccee'assoCiated with University -member.- of the Project
staff in the next-stages of activity..- We-- also *drew up-a- tentative-scope
and,_Sequence_ to guide us as .we_proceeded with the actual- development of
the c_Urriculum, though-keeping-it -flexible enough to-Adapt- it as---chenSed
circumstances :- or new -knowledge Or -experience suggested.

During the winter and siving' of 1969 we selected twenty of the best
fifth and sixth grade teachers we- could_fini-inthe participating- School
districts, using a formula that- assured proportional representation of
-each district. -In-- the summer of 1969 we held, an eight-week-institute
on the University:of Oregon-campus for theie_teachers.-_ The participants
took--_creditccourses_-,' in children's -literature, iinguagei and _composition,
-as= well as -additional _work in informal drama:- They collaborated with -_
the institute_ "Staff- in refining the scopsved sequence- for-an-- =Peri-
-mental fifth eat siXth grade _surriculte -_and -in working out a_ plan for
in-service-courses to-_train -pilot- _teachers during -theifo.Uowing school-
year. Before the end-rof -the 1notitute, ten -of the -participants- were-
sellitWte--workiduring=the 1969-704chool- Year-AS writers-of the-ex-,
perimental curriculum, _IcoLlabortting.-with _University staff me -s

the -otherten--werer_Asignated as,directors--=of---in-eervice ming
programs for pilot teichere,ini their _own_distriots,

Writing- of tha:_fifth- and sixth -grade_ curriculum gOt-.undirwv when
school roe-noted:in --the aixtUmn.-_ Mt ton -schbol- teachers serving on _the _

Writing ccesittees reduced toaching_ schedules by their--- --

districts iii order to-give them tiss1to_devote--to-their--new duties, and:
the entire- writing staff met- on -the lint/Varsity campus -- .very- two -or three
weeks -throughout- the year.-_ The ter-teachers lin --Charge -of in-service
progress, Qui were also -given. reduced- schedules, __-colipleted plans
the fall-for their.in-iervice -courses, then conducted _the courses -wi
the-assistance a Univertitymembers--of-the itaff,-.during the-winter and-
spring months.-_ The_lilot.tetchers--who took the in-serVice training had
been selected late -in-the preceding Spring.

While this work las going:forward, _we-selected twenty third ani-
fourth_grads'ttacterelto_zetteid &similar institute in the suer of
1970 as preparation -fornonducting in-sersice-trainthg -for -pilot teachers
of these grades and for helpint_t0-write a:third and fourth grade cur-
riculum. -The__Work' proceeded as__pleused, with-the result that when school
opened -in _September -1970:-_-wo had reproduced and distributed copies-of the,
experimental l'ifth-and -sixth grade cUrrioulup tO-the pilot teachers in
these grades to try out during- the Coming-year. (The twenty fifth and

-3-
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sixth grade -teaChers who had served u- writers and iri-service teachers
also acted as pilot teachers.)_ -then, worldng=with the third and fourth
grade teachers who had attended ,the 1970 institute, we went -ahead with
the preparation of the third and fourth--grade materials and the train-
ing of-third:and fourth grade pilot teachers. At the same time, Uni-
versity-members Of

each city and--also- made regular visits-to-the fifth and -'
sixth grade classes where-these teachers were trying _oat he new-curricu-

The -original plan of the Proj4t did_not-anticipate 'preparing ma=
terials---for- grades one and two

-_ the suggestion Of U1303- it-Was
agreed that se-sort of -approPriaterteicher materials aid be prepared
after we had-coapleted the Currictilum- for grades- three and four. Be-
cause-budget limitations precluded our having an institute to train first
arid -second grade teachers, we decided to-rely on Univertity-staff to
write these materials, engaging expert,-first and -second grads teachers
as consultants. As we_got into the works_ we found that it would be
better -to= develop-4 regular Curriculum for -these -grades,- including
materials for both child and teacher -as-we had done for the upper years.
We also Offered -in-service--_trainings-rthougk_necessati3,y of a more
stricted sort, to PilotJteachers -who were selected to -try--out- the first
and second grade program. -----In--Ordcr to 1-ssure_ a_ supervised trial- and
evaluation of -the:first-and-140°nd materials,_11303'_gretted the Project
al-ten4nonth-- _intention -ot_its-- contract, loith-lto This
extra tine enabled us to oversee the first_-Yearit:_classroma use of these
first-and-ascend -grade materials and to make Whatever- revisions seemed
necessary-before turning thei-over-te-US0B-lor- placing in the public

The curriculum_ for grades-three-through -six was revised on the
basis of classroce -trial and teacher_OValuation-iindi turned over to US03
for dissemination:by -release:to-the-publia-cfcataim-on /moat- 8,- 1972.
The -first --_'and second- grade curriculum -is 'being _siidlarly turned °war
to-USOB and release:Vito- the public &Main on 'June 15, 1973, the date Of
this final report.
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Resets,: General

The tangible results of the five years of work by the Oregon Els=
mentary ET:gLish Project consist of a six4ear curriculum in-the-English
language arts for .grades -cme--through six, together with a-body of evalu-
ative data derived fray the classroom trial of the curricalmt.' The cur-
riculum--is ccmposed of four main-etrands -which, though they overlap and
interfuse, are clearly-identifiable: literature, -drama,- language, -and
composition. The materials include text -materials for studente, _teaching -_

aids and background- information for the teacher, numerous- games and

oneactivities, and s two sound tapes to *implement -certain lessons
in.drana, ccmpooition, and language-.

In the presort.; section laipresont first a brief -salary o the nature
of the materials -cokurisiing_ the several strands; =a description-of same-

of the supplementary materials, and -a few words explainintthe -format
of -the curricula"; and-secend, we offer here a-detailed summary and_in-
terpretation of the evaluative-data. -ite_premises which unclerlie each
strandcare'Ailly;-_discussed-later in the report-in the four descriptive
ossays which begin_ on---page 37.

We have recognised the criticallepOrtanee-Of developing- reading
skill in the Ilementery--5choCl child, but we- believe that, -once bade
literacy-has been -established,: the-Child may_ and Should,_ for -at least a -

part of the time . in his stud/ of languager arte,-be given reading -matter-
of some interest and -value as literature-,- rather than :nothing-_tut con-
trivildmioterial that:is meant Only to .serve the Imirpose Of-reading in-
struCtion. A=child-sicannet-_beAaught-:reading- Without-_reading asitthing;_
and-while basal-readers -unteubtedly_havoitheir- tiedessary place, we think--

that they -ought not constitute -the -readingfof non-factual--
writing.. One can teach developmental residing with -.Aesop- and Grim as .
well all with Dick and_Jene --and tie--have tried_ to-present thia-_opPortunity
in the early years_it the- Curricu.bat, -both __by_ having_ pools -and Stories
read to the children and_by having-thechildren,-_as:sCon aiii_-=thoY are
able, read poant ant tales- for themselves. -In these-early years whave--
tried mainly to _get the-children-interested in- reildint:as--a-pleasurable
activity and have been content with- simp7s _Understanding -andJ.ihe -enjoy-
merit that comes along with it. tk-have-also introduced childron in the _

first four grades to a selection of poems, myths,_ fabls,es end' talc and
fairy tales which, besides their inherent'iliterest,-willsarre tb^ children
well in later 'years as a- Ocamon_source of reference and aLltaion. lit the
curriculum we have prepared-_ for -grades five and six, we have gone so far
as to assume that children's-enjoyment of their man' of children',
literature will, be- enhanced- if their can begin to read more actively and._
critically; With -come elementary awareness of what literature is and how
it -works-ow it adds** the -effeCts-- on its that it does.

The curriculum in informal (or creative) drama is 'new tO haerican
education as a sYltamitic and_ integral- part of the language art,f,course
of study in all six grades- of the-elementary school. The series of



lesions in drama in the six are intended to teach the child the
basic. concepts ardt

grades
ooli -of drama, to give his an insight into the

nature of-dramatic -activity, and to provide him with 'frequent opportuni-
ties to apply this knowledge by exercising silt and body and imagination.
And the dram lesions- also relicts easily and naturally to the compositice--
and literature strands, which tkey frequently reinforce.

In language-study, is have concentrated Manly on mekini the child
satyrs of the impressive- linguistic competence ;hat he already has, the
many things_he'already loom about langusgs and can do with it, even
though be exercises this skill almost unconsciously. We hairs tried to
make his curious about language- as a unique, powerfa, and endlessly
fascinating human invention. Above all, We have tried to cultivate -in --
him an attitude of interest in-and concern for language, rather than the
attitude of indifference or boredom or even hostility widdh so often has
resulted from efforts to teach about language through rules and para-
digm and definitions.-

In composition,- .we-haw triad to help' the=child recognise that the
use of- language, either Oral Oriwritten, is natural "Owl enjcrablecoa-
muniOating, expressing-Oneself, minipulatingonsts wo, rids-inking coni.
structs of words. We have &1st Wadi-especially in gridoe= five and
-six, to 'help his se: that cages/mg is 'a process, Made up Of reCognisable
steps, sh:s.i that a knowledge of these Steps anciprectice.-in'using them-
lead* to confidence and fluency in the use of language.

Pros -tins to= time throughout the langUage, literature, and drew*
lessonsAm have offered_additional,suggeltions for writing or speaking
assignments. In this toy we-hope to make the student's use of language
trice naturally =nit of the-other perts of the language arts curriculum
and, by bet clearly:4101(14°nel, _gain irsterest and effectivenees.
After scass:lessons there _ism-- too or gore suggestiOns for teachibt strat-
'gift different frca theimain ones propoeed in the lessce, the purpose
being:to_adapt the lessens to a wider range of teaching techniques. AM,
with *My of:the literature lessons there are suggestions for insuring
reading readiness, including the:identification-of vocabulary items that
may require= definition Or explanation.

Ms format of the curriculum has been designed to afford the great-
est flexibility, so as to accomodate both the individual needs and de-
sires of teachers who last adapt Vitt is-taught to a 'Aide range of stu-
dent abilities and vadat' plans of school organisation besides the one
based on separate sod distinct grade levels.

In a separate booklet for teachers of the upper grades are sugges-
time for organising a year's work in grads, three through six- These
weave the tour strands together in a plausible but by no means oblige-
tory war. Other is of organising the course of study are of course
possible, and we have assumed that the teacher nor went to adapt theimg-
seated plans to fit his agar her own partiCular class or teschig



A suggested plan for presenting the curriculum for grades one and
two is included as the first item in- the volume entitled Maws and Activ-
ities" for -those grades. The first and second grade materials are not
structured, however,- but'are intended to be used wherever an opportunity
lends itself well to such instruction. They are meant to supplement and
enhance, not replace, the indispensable basic instruction in reading and
writing that figures so- praninent-ly in these two_years.

tie should note that Viere is a total of twelve sound tapes to accom-
pany the drama lessons of grades three-through six. These add a valuable
extra dimension._ Several sound tapes hotel-been-prepared' to reinforce
sane of the composition lessons, and-- eight tapes accompany the language
curriculum. Line drawings _have-_been-incorporated to enliven the student
materiaLi for the firet =four :-grades.

In-the fifth _and sixth grade _literature curriculum we were usually
unable, for several reason, o supply each- student with a_copy of the
piece of literature being--studied. -Instead, *mawe were dealing -with a
selection in the public domain or-with- a copyrighted selection which -we
had been given -permiesion- to use,_ we included--a copy-r(in,p4Mary:type)
in-the -teacher -material for use -with= an-_ overhead- or__--opaques:projector.
But -we-_ alto- supplied---each- teachet= with --a -- copy of =four -paperbound

to
books--

Reflections, _on a- _Gift- of-- Watennelon:Pickle =Poems Enior, The Charge
of the light_tBrixade_and-Other -poems and Stories-=_to:Wailt-- _tie have
drawn heavily- on the-- contentsfof these- tooks,-essuming that -the- teacher
would-either put- a_aeleotion-non-the _projectOr for:the-Class to natio__ or

. (as with the stories)-read-theyaelecticirelond---to the_-_class for discussion.
tre have flatished -our tion-=_teachintsuggestiOns -for-these- seleotiOnts. So
that students would _have some class _practice."in reading pram:- narrative
for themselves and discUsting it with-the -text inchand,_ we-did- find it
Possible to reproduCe -.student-- copies ---of -several_ stories.

In grades three-= through six, the dtata.and the Ccmposition lessons
have been-organised by grade levelthat-is,- four separate sets of les-
sens, one designated for Use in each grade, though at mentioned earlier
the = teacher may use lestons from arty group at any level if the teaching
situation seems to demand this. A little-more than half of the language
lessons-for grades five and siirani-inest of- the third and fOurth grade
language lessons, are similarly _divided_ by grade level, though the'rest
for these grades are, not differentiated but are labeled "Language V-VI"
Or "Language C-D."

*In preparing a copy-of the curriculum for dieseminatite by release
to the public dabain, we have necessarily been obliged to delete all copy-
righted- selections, though for each deleted item we haVe supplied colligate
bibliographical information.

-7-



For grades one and two, we have not differentiated ark of the mater-
ials by grade level but instead have left it to-the_ teacher to individ-

ualise the instruction as he or she thinks best. lbw of the poems and
stories and most of the drama activities can be used readily in either
grade. Some of the caapoeition activities and language gases are usable
with most first graders, others are better for second graders because
they require an elementary reading ability.

The lessons for the first and second grades are marked "A-B." These
for the third grade are`marked "C," and those for the fourth grade "D."

,.The reason for changing friar the raven minerals trod in grades fiire and

six ("V," "VI") indicating implicit grade* levels is that, -after the first
year of classroom testing of the upper-level materials, it -was suggested
to us that we should- code the grade _level- on= student letsone rather than

give it esplicitlyi- so as to make:-it easier for teachers -to draw from
other grade levels to- meet the needs of specific students. We have done
this =for the -first; secendi third,- said- fourth grade materials, but-be-
cause the fifth and sixth grads- materials were already' designated-by grade
level we have had to _leave them unchabged.--; The alternative would=have
been- to reproduce nearly theventire-=fifth 'and sixth grille= curricubia again,

_ merely in order to change "V" and Man to PIP and "?."

Because of a. differeirt _organisational plan$ all of the literature
units in grades one throtsgh _six are:designated "Literature A=B," "Litera-
ture C-D," or "Literature V-VI." --Az it explained more_ fully in the intro-
dUctory essay to-the -literattre -cUrriculust (*gee 37 -50), within each
literature unit at the:fifth and' sixtirigrade_leirel,therei are poems or

stories of differing _degrees_ = of i_difficUlty.- have assumed that the
fifth grade teacher will teach aigiverrcericept by Meant of the less mature
selections in the average class of that leve4 and that the sixth grade
teacher will usually want- to Arse -the more_ advanced selections to teach
the sane concept. The--pattern of organisation, of course, = facilitates in-

dividual.variation when this seems -called- for. In the literature cur-
riculum` for grades three-Sull-fciur, as in that for_ grades one and two, we
have provided, we believe,- ample material for two years of, study and leave

it to the discretion of the individual teacher to .decide which selections
to use for one grade and-which for the other. All of the selections for
these grades are of high intermit to most young children, and most of them
are basic to later study of literature.



Results: Evaluatipn
t

The following interpretation and discussion of the data generated by
teacher evaliation forms and student classroom tests will be presented in
four sections. Section I will describe the kind and amounts of data
available for evaluation; Section_ II will present the results of the
data analysis of the evaluation-forms in lit erature, language, compo-
sition, and drama; Section III Will deal with the student test results
in literature-and language; Section-IV will present a summary. We should
note at the outset that no inferences beyond the groups represented in
this study will be presented, nor are any such inferences intended.

Section presentation -of -Available Rata

The OregonlaementarrEnglish_Project made experimental curriculum
units in literature, dresiai. language, and -composition available to some
150 -elementary school teachers, =grades- one through six, -- in _65 schools_
-1Ocated'-in eight-=citieis in--Oregon _and__Waphington. These teachers were
asked to-- tr7 out intheir-- classrooms -- as many__ of- -the == experimental -units
as-- they had-titre for then- provide-=evaluative-- data to-i_the Project tor
analysis-and interpretation. _The- teacherslere- giVen considerable-lati-
tude in deciding which =units they iwould_teach and the order-in which they
would- teach -them. The -reatiOit for thie-policy inte that-_we -wanted the
teachers-to-feel -free _to= adapt the materials_to- their own clateroia- situ-
ation and-to be able to,fieleot from-among =4---larger-nutber of units those
that -they thoUght would- workzbest--for them.: One consequence of` this ap-
proach, however- that thel-riUmber- of tests-:and evaluation -forms- re--
ceived in the --Project 'office varied _a-great deal from-teacher to teacher,
and from unit to unit; depending decisions-of individual teachers-to
teach -or to omit a given _unit. -

We employed multiple-choice student tests tor the literature and
language- strands_ becaUse of the subjective
nature of-the-drama- and composition strandk_we did not attempt - to de-
velop similar tests -fOr-them._ Instead, ',co- -relied on close-- persOnal -con-
tact' with the fifth- and---eilth- erade--:pilot_ teachers thrOugh- frecinent class-
room visits- and conferences to -keep -informed- oftbacher- and- pupil re-
action to the lessons in these istrands-._ For gradet:one- -through four we
developed evaluation- forme --to- be- c_cmpleted _by --the-teacher after a lesson

or group of related lesions had_ been-taught-. Our reason -for the decision
not to use tests in these earlier-grades -WI that we-feared that a battery
of forMal tests adminiatered- to- each -- young- children- atr-the -end -of_ each
unit would interfere Seriously with_the achievement of one_ of our
nary aims: gettineChildrento sag ifeading -and_ hearing good poems and
"stories writing things-themselves, learning: about their language, and
developing skill in creative-drama. Rather than risk the defeat of this
basic aim, we- decided it- would be-adequate for-our purposes to secure as
full and systematic- a response as- we could from the teachers, whose
judgment we valued. During the second year of trial of the fifth and



sixth grade: curriculum we developed, as an experiment, a set of similar'
evaluation forms for the drama units; and during this past year (1972-
73), when the ,first and second-grade curriculum was being tried out, we
developed similar forms for the composition-activities to see what kind
of response we would
the data that follow

Grades 1-2

Grades 3-4

Grades 5-6

get from teachers
are derived from-'

.I4terature

at this level. In summary,
the following:

Di1_20 kinaga
Evaluation Evaluation-

forms forms

Evaluation Evaluation
forts Am=

Evaluation Tests
forms_

then,

Composition.

Evaluation
forms.

Evaluation
forms

Tests

Evaluation
forms

=141....

The total number- of teacher- evaliationifortis _returned in each of the
four strands (literature, composition, language, drama) is presented_ in
Table A. A more detailed-breakdown within each of these strands is pre-
sented in _Tables Is_ II, and--Ill.

Table I shows a breakdown of the number' of evaluation forms returned
for the _four st-randa- tit_ gradea one;rand- -two._ It is-important- to note thatj
in the -case of poems_ and stories-:-Withinthe -literature strand, the teach-
era had complete :freedom in selecting- frail- 69-different=poems and 19 dif-ferent- stories As Jai results-- the 1-number- of teachers selecting any single
poem or story was usually quite-Smalls:thus _making- interpretation of
frequencies at . this level inadvisable. _A_-51101/11. situation, though not
so extreme, existed for the teadingaliete&-under the other _three- strands
in Table I. _ Since the pritart-intent-of-the-erialuation-form was to-pro-
Vide a-means- of- determining' the _general-level-of teacher:-satisfaction
with a particular Units we decided- that this intent could best be served,
at the first and-- second _grade levels-by collapsing the-Tatirige of all of
the poste storiet, -and other activities underltheir -respect/Vs-headings,
rather than try to assess- the _reaction_ to individual _selections, or activi-
ties on the basis of insufficient _evidence., In this way some reasonable
estimate of the tiudce-ss -or_-failure-Sf "poems" in_ general, to _take one
example, could be obtained 4th little fear of overgeneralixing.

table-II shows the number of-returned evaluation forms for grades
three and four on the literature and-language- units,_ while Table III
shows the _return rate of :evaluation forms for. the- drama lessons by grade
level.- We should -daLl.,attention to thi-genersl*deicending trend of re;.

-- tune, as one advances through the unite of each strand--in-a given year,
since the lower return --rates obviously -provide 'leis- stable estimates of
teacher opinions concerning these-units.= For the moat part, this--tendency
for the niimber of returns-to shrink-towards the lower-ends-of _Tables II
and III was a result Of the suggested outline or order of presentation
which- adcanpanied the units. 'The units or lessons which occurred later

-10-



in the outline Were used by fewer teachers in most cases. This tendency
was reinforced by the fact that, to provide choice and flexibility, e ach
strand contained considerably more units than a teacher would be likely
to use in one-year.

Table IV shows the breakdown of student test results in literature
for grades five and six, and Table V shows a similar breakdown for test
results in language in those grades: Again these frequency distribu-
tions are highly variable, but.the number of students taking any test
rarely falls below 27, thus allowing some basis for generalizing.

TABLE A

-Strand
bow 21 Evaluation

Ewa Returned

Literature 362

Language 205

Composition 37

Drama 183



TABLE %)

Literature (Grades

Poems

Stories

Number at Evaluation
llsm Returned,

178

101.

,OomtIceition_(Grades_14).

0c4osition-Activities 38

Wald (Grades 1-2)

Language Activities

agmg (Grades 1-2)

Drama Lessons

Short Activities

-12-

59

36

22



TABLE II

Literature (Grades 3-4)

Fables

Greek tholopr

Horse Mythology

Balm 2 rfluation
laina Mind

16

13

-Folk and Fairy Tales

African and Indian Myths 9

Hero -Tabs and Lagers!. 2

A Handful of 'Nothings' 14

ISIBIGIitt (Grade 3)

Cannunication Systems 31

Than Language 25

language (Grade 4)

Casaunication System

Human Language

lissain- (Grades 3-4)

12

You Already Know It 26

Asa With Words 23.

The Sounds of Language 9

Variations in Language- 4
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TABLE V

Isamu! Ise" (Grads 5)
Words: General (Lessons 1-5)

Words: Dictionary (Lessons 142)

Woids: %bat We Know About Words (Lessons 1-6) 3

Words: itere Our Woids Come Frati(Lessolis 1-7) 4

Words: hers Our Words Cate Fret (Lesson* a-n) 2

Variation in Language (Lessons 144)

Eahr at bad=
Wanks Tests

6

;doom bill (Grade 6)

How Sentences Are Katie (Lesions 7a, Si, us,
3.1c)

Words (Lessons 1-6)

Words (Lessons 7-11)

Words (Lessons 1246)

Variations in Laigusp (Lessons 1-6)

Variations in Language (Lessons 7-14)

LAMM kik (Grades. 54)

3

11

7

9-

5

*at Is Language? 5

How Sentences Are Made (Lessons 1-6) 26

How Sentences Are Made (Lessons 7-13) *11

History of the dish Language (Lessons 7-14) 5



&dial loalui}tion Ina nAll
Participating teachers Were asked to complete an evaluation fora

(ee* Appendix) on each unit taught at that point in time at which they
believed they could accurately assess the effectiveness of the unit. The
evaluation form- within and across strands often differed in the number
of questions, although there were a nuaber of similar questions found on
all forms. Each statement on a form was followed by a seven-point scale
in which the values 1, 2, and 3 represented the least favorable end while
5, 6, and 7 represented the most favorable. The number A WWI used as
a neutral value in the event that a teacher believed that the unit had
no effect on his or her students.

Since the evaluation forms and unit content differ considerably be-
tween grades_ ons-ani -two and grades-three through six, we e-have presented
the results for grades OM- and two first. Table TI- shows the-mean re
sponse for each item and a total for the,twO_headings of "Poems_ and
"Stories" in 'the- literature- strand. The first six items and the -total

-reflect _ham teachers_ viewed-the 'opera impact -of -the poems sal stories
on their students. There 1011V11 high degree of agreement-_ aart4 -the teachers

Li' across all items, suggesting-that- this _impact- ilia -positive. Furthermore,
the degree of variability on an six item was quite-smill, with-ratings
rarely falling below a 5. The few ratings that did fall below 5-say be
a function of a few poems or stories that Were unsuccessful, but pin-
pointing these_ could- be highly Misleading, in noted previotsly.

IUDs 6 through 8 and 9 through 11 refer to the use of accompanying
activities in the composition, drimasand language strands. Although
ratings for these items are high,- thus suggesting .a positive impact on
students, sale caution is necessary in interpreting thom because only
abOut 30% of those teachers completing items 1 through 6 completed the
remaining special items. Therefore, of the 101 teachers responding to
Marie.," for example, only about 30 responded to the supplementary
activity items. On the other hand, the 30 teachers completing items
7 through 11 represent a broad range of schools, and in this sense they
might be thought of as a representative, sample. In am case, those teachers
completing the forms felt that the_sicaspanying activities had a positive
effect on their students, and there was very little disagreement.

Tables VII, VIII, and II show the mean Atom responses and totals
for language and cagtosition units and for "Drama Lessons" (not *Drama:
Short Activities"), respectively. Again, the return rat for these
evaluation form was less thin desirable but does include a reasonably
large amber of schools. The genera/ trend across all of these rating
forms suggests that the units had a positive impact on students. !Wither-
more the narrow range of rating ixidicatos a general consensus mmg the
teaciors respoding.

Table I shows the mean item responses and total for the three items
under *Dram Short ktivities." In this case since only 22 evaluation
tons wars returned, only a small percentage could represent any one of



the -2l individual short activities. Generalising frca all 22 response
forms, however, does suggest that a positive impact was noted by the
teachers.

For grades one and two, it appears that the teachers generally agreed
that the impact of all.*units in the four strands had a positive impact
on their students. Since no sun ratings fell below a 5, no specific
weaknesses became apparent at ai level, though it -would b surprising
if sans individual poems, stories, or activities were not acre success-
ful than others.

Table 21 shoo the average rating for each item as well as the
average total rating across all items for each of the seven literature
units in grades three and four. First, it is interesting to note the
last calm of the table, which shows the average rating across all items
for each unit. Here it is quite evident that, in general, ,O of the
units were thought to be reasonably effective. Yu:thereon, it should
be noted that rating bola,- a 4 occurred anywhere as the table. It aia
be = informative, keener, = to look more closely at- those groups of item
which did receive a j rating in order to determine where these units
failed to have an impact. In Fables, for example, items 9, 10, and 11
received an average rating of 4. Item 9 was concerned with the impact
Of the unit on the students with below-average ability; the teachers
generally felt that no impact was, observed. Items 10 AM 11 dealt with
the- effect of the unit .on independent study and-creativity, and here again
the teachers were unable to detect arty impact. Of course, since the
teachers can only go by what thy/ observe within the school setting, the =
interpretive value of these items is limited.

There ars a few isolated 4 ratings in the other six units, but by
and large item 9 received the most frequent 4 rating, indicating that
these units are probably not particularly effective for students with
low_general ability. On-the other hand, it is encouraging that the general
trend- for all units was positive and -that most of the desirable char-
acteristics of these units were recognised by the Withers.

fi

Table III shows the average ratings for the units in language by
it as well as the average rating across all items. It should be noted
that the units of gsmardaqa pntese and Bag lagman were available
in a separate form for the third grade and another for the fourth grade,
thus accounting far the apparent repeat of those units at the bottca of
the table. The other four units were for general third and fourth-grade
use. It should also be noted that where a dash (-) occurs in a column it
means that the evaluation fora ended at the preceding ital. In the case

of these language units, sane of the !ones had -13 items while others had
14.

Again, the general picture presented by the final. column indicates
that these language units wore effective. In fact, the pattern is trite
similar to that of the literature units. Looking more closely at those
ratings below 5 (and there are very few) it can be seen that items 1 and
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2 on the ifeale At Lawman received a k rating. Here the teachers be-
lieved that this unit was of Little value in inmost* interest in and
curiosity about language or in increasing the confidence of the students
in their ability to use language. Item S on in Lonna ro
ceivedlian average rating of 3 which indicates that the teacher intro-
ductiai and suggested procedural; were not sufficient to enable them to
teach the unit: -Finally, a rating of 4 on item 2, Auk UMW (grade
four), indicated no effect on building self-cord'ideze among the students.
Interestingly enough, a positive rating of 5 was given for this some item
and unit at grade three.

In the final analysis, it is clear that the overall effectiveness of
the language units is supported, and only in a number of specific in-
stances are possible failures indicated.

Table Xra.sbou. the average rating by it* and across items for
groups of drama lessons at grades three, four, five, and six. 'For US
convenience of tabitlar presentation, all items have been consecutively
renumbered instead of using the-sub-letters a, b, etc. as appear at the
foams. Although-the overall ratings for 'grade three indicate a positive
trend in general, there is s-lsors variability in these ratings, with a few
sore negative Values than were found in the previous two strands. -Look-
ing acre closely at the indirldual ratings,' it can be seen that
average ratings of 3 are reported for-items 8 and 9 al lessons 1 through
9. These two items refer specifice:. to the audiotape lessons and it
appears that their effect upon the students is questionable. The other
obvious cluster of 4 ratings occurs at lessons 31 through 40, items re-
lated to the effectiveness of the tape presentation of Lign agi
gu. The there appears to be sans general consensus at the third- grade
level that the tape presentations are not as 4ffective as intended for
lessons 1 through 9 and lessons 31 through 4).

At grad. four, the overall ratings across items are clearly sore
favorable and there are few low or neutral ratings in the table. In fact,
the only significantly lam rating worthy of note in this table is a rating
of 3 on item 5 for lessons 31 through 41. This particular it relates
to a student's ,enjoyment in improvising a story from afable; there is
same indication from the teachers that this effect was -not attained.

The overall ratings across all items at grade five reflect a general
positive trend for lessons 1 through 30, but no effect for lessons 31
through 40. Lessons 1 through 10 show weaknesses in item 7 throUgh 12.
These items refer specifically to student reactions to the audiotape
presentations and the degree to which students were able to relate to
these stories. Apparently teacher consensus is that these Particular
aspects of the drama lessons were not effective in meeting desired goals
for fifth graders.

In lessons 11 through 21 only two ratings below 5 Were encountered.
'Item 6, With received a neutral rating, dealt with the student's ability
to foLlat directions given on tape. Item 8 reflects scae teacher dis-



satisfaction with the attractiveness of the play script Me Magic Drum"
for their'etndente.

Because lessons 22 through .30 had no ratings balm/ a 1, it is reason-
able to conclude that most teachers were satisfied with the effectiveness
of these lessons. However, Ware appears-to be a negative trend in lessons
31 through 41. Since a la;ge_percentage of. the Stems on this particular'
rating farm were ratted 100 the reader is amour -,Ad to look at the actual
fens in the appendix. Items 3, ,4, and 5, whieL 4scotred the lowest av-
erage ratings, _ dealt with the effectiveness of the play script The Cat
Thatitiaked By Himself." Apparently Umbers felt that the play script
was not stimulating_ their students. Saw dissatisfaction with the play
script "The Story of Keethe was also reflected in items 6 and 7.

Finally,-at grade six the average-ratings across all items appear
*positive. With respect-to specific items, only items= Tand_8 in _lessons
1 through 10 were below-5, .and these items referred-to the effective-
ness of tht withytha-sx1Sotudw_ tape. -_ Lessons 1140 showed _gose_weaknesees-
with -respect' to = -1) -the student-sit: ability to wie Awe-or-furniture: to
enhance- the idea ofloCalt, -2) _the effectiveness or the tape on- character
voice* and' sound- effects, 3) the degree-to which students enjoyed.experi-
minting -With their retool and 4) the effectiveness-of the play script "The
Magic Drum." Since lesions 21-30 receiTed no rating below a 5, the
teachers have =pressed some consensus as to the general effectivenesi
of these lesson. However, lessons _31 through 41 -hags produced a wide
-rings of ratings.-- l*alalesses -were apparent in 1) the effectiveness of
the play -script eTht--Cat That Walked Himself," 2) the degree of enjoy-
mint students found' in working with makeupi and 3) the general effective-
ness of the taped atom* of '"Peneui and Andromeda."

In general, the teachers were favorable concerning the effectiveness
of the units under all three__ strands. The greatest umber of specific
weaknesses -appears to_havtbeen in drama. It is important to note, though,
tint' same of these ratite represent only a few teachers, and since each
teacher is likely to--have some_ particular biases or preferences with
respect to these units, such attitudes are not pernitted to average out.
Purtheraore, in most of the instances *ere large *umbers of neutral or
low ratings occurred, on an evaluation form, the number of teacher returns
was low.
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TABLE VI

Evaluation Forms
Literature (Grades 1-2)

Mean response* for each item and total.

Item Poems Stories,

1. The language and ideas in the selection were
within the children's range of understanding. 6 6

2. The majoritty of the children enjoyed the se-

lection. 6 6

3. The selection 'wade the children more respon-

sive and interested than usual. 6 6

4. The lead-in exercises and Conprehension
questions were useful. 6

5. The students were able to answer and discuss
the comprehension questions. 6 6

TOTAL 6

*comparying Activities:

6. Composition 5 5

7. Drania 6 6

S. Language 6 6

9. Composition. 5 5

X. Drama 6 6

31. Language 6 6

-*Means rounded to nearest whole number.



TABLE VII

Evaluation Forms
Language (Grades 1-2)

Mean response* for each item and total:

Item
Imam

Activity Ratings

1. The game we successful in achieving the
stated purposes. 6

- 2. The game was successful in appeal.ing to childreh
of varying interests and ability levels. - 6

3. The game was successful in drawing upon the
chi3.dren's intuitive ("built-in") knowledge about
language and in encouraging them to discover answers
for themselves. 6

4. The "Suggested Procedures" provided enough information
to enable you to use the game successfully with the
children. 6

5. The game was well suited to the ability range of the
majority of the children. 5

6. The game was successful in helping to increase the
children's awareness of language and interest in
language. 6

TOTAL 6

*Means ror.nded to nearest whole-m=6er.



TABLE VIII

Evaluation Forms
Composition (Grades 1-2)

Rim-response* for each item and total.
Composition

Item Activity maim

1. The children seemed to find the'activity
enjoyable. 6

2. The activity was appropriate for this age level. 6

3. The stated objective or objectives were success-
ful.14, achieved: 6

4. The activity-was successful in encouraging in-
depe6dent thinking. 6

5. Directions and materials for the activity were
satisfactory. 6

TOTAL 6

*Means rounded to nearest whole number.



TABLE IX

Evaluation Forms
Drama Lessons (Grades 1 -2)

.Mean response* for each item and total.

Item
PIMA

Lesson Ming.

1. The lesson was successful in accomplishing its
stated objectives.

2. The children found the lesson'enjoyable.

3. The lesson was successfUl in encouraging the
children to respond with ikaginative ideas.

4. The lesson was successful in making the children
want to express themselves.

5. The directions in the lesson were easily communi-
catel to the children.

6. The content and form of the lessons were appropriate
for the peer interaction level of your class.

6

7

6

6

7

TOTAL 6-7

Means rounded to nearest whole number.



TABLE X

Evaluation Forms
Drama: Short Activities (Grades 1-2)

Mean response* for each item and total.

am,
Item 21 rt Activity &Wag

I. Children responded quickly and easily, and
_enjoyed the activity.

2. Children readily_ focused attention on

suggested

3. Directions for the teacher were satisfactory.

TOTAL

*Means rounded to nearest whole number.

6

6

6
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balm 111: lei Results
Participating students in grades five and six were given compete:a

tests directly related to the units taught in literature mui language.
Those testa !ere primarily nAltiple choice in format rod varied with
respect to the number of items and consequently the maxima scores pos-
sible. Table XIV contains complete descriptive statistic° for, the 36
tests available for the literature strand. It is important to note the
high variability in sample sizes sham in colt= 1, and the reader is
cautioned about overgeneralisations for those tests with relatively small
sample sizes. Perhaps thelmoet meaningful columns on this table for in-
terpretive value are the cares headid "Average Percent Correct" and "Maxi-
mum Possible." It is quite clear frcaiinspectica of these columns that
the average percentage of correct items exceeded the 50% point in most
cues. In fact, u of the 16 tests had,wrerage percentages at or above
70. The two tests that -appeared to be most difficult were the tests on.
Metaphor-and Idea Patterns, While the tests which were perhaps the easiest
were Hyperbole, Allusion, and Narrative. 'However since only one class
ii represented-in the twO tests-on Metaphor and Idea Patterns, the _sample
is likebi to' be a sommihat biased estimate of general test performance.
In spite of the fact that average performance or most of the tests was
high, the tests seemed to differentiate well since the range of obtained
test scores in almost every case represented the full possible range of
the tests. Thus these tests appear to be sensitive to students who do
not have the necessary information. This is an important characteristic
of any test since it allows one to conclude that not all students possess
an equal amornt of information regarding theme units, and it enables one
to use such information in a diegnostio manner:

Table XV shows the complete set of descriptive statistics for the
tests in language. It should be noted that the table is partitioned into
three factions each-of which represents the grade level for which these
tests were intended; grades five, five and six, and six. The second of
these are tests based on those curriculum units that were designated for
use in both grades. The other two refer to units that were specifically
intended to be used in one grade or the other. ,Again, if one looks at
the average percent correct it is apparent that the typical performance
of these students was quite high on all of these twits. Furthermore, it
is interesting that no average percent correct fell below 64, and the
sample sizes appear to be generally larger than those available on the
literature tests.

Although the test score distributions for literature and language
are not symmetrical, one can gain some insight into the range of scores
into which the majority of students fell by simply adding and subtracting
the standard deviation in the last Column of the tables from the means.
When this is done, it is found that the majority of students tend to fall
into the range of 50 to 100% correct.

Therefore, it is possible to assume sus degree of competency with
respect to these tests for the majority of students involved.
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Section ID ,Simmarir

The teacher evaluation forms for the tour strands of literature,
language, composition, and drama clearly indicate a generally positive
attitude concerning the effectiveness of the units. A number of specific
weaknesses were noted in several of the units acmes all strands at grades
three through six, but one must be cautious in. reacting to these low rat-
ings until the number of teacher returns is considered. For example, acme
of the lowest ratings occurred in the drama area but there were only a few
teacher returns in most of these cases. For this reason it-in probably
best to use the average rating across all items to give a general picture
of the success of the units; .when this is done the tra,ti is clearly posi-
tive.

Student performance on the tests in literature and Lingua, for
grades five and six indicate sane degree of proficiency with respect to
the material offered in these units. However, the actual meaning that
these test scores have will depend to large extent upon the expectations
of the teachers. If, _for example,= a teacher had intended that the majority
of his or her. students get 80% or better correct -on a test, then the

tests results in Tables II and I would not indicate success to that
teacher. Thus to a large extent, success in this sense is totally sub-
jective. On the other hand, from an objective point of view, one can
conclude that the majority of the fifth and sixth grade students who took
these tests hive mastered at least 50% of the materi..1, a favorable cat-
call,.

In short, the success of these units in literature, language, compo-
sition, and drama has been attested to by the teachers for grades three
and four and is_reflected in student test performance at 'grades five and
six. Any interpretation beYond this level must be left to the individual
teachers involved, since it is likely that each of them has somewhat dif-
ferent expectations for his or her students and for the units.



Dismission

The heart of the Project's work consists of the large quantity of
student texts and teaching materials that make up the experimental six,
year cuniculma.. For the purposes of a final report, supplemental to the
curriculwa itself, it is desirable to present separately an explanation ce
the philosophy and aims of each of the four constituent strands so as to
provide a clear anddstailed overview of the accomplishment of the Pro-
ject. Following, therefore, are four descriptive essays, one on each
strand of the curriculum. At the end of each essay is a list of the

contents of the particular strand.



4

THE LITERATURE STRAND

What follows is an extended discussion of the rationale and goals of
the experimental curriculum in literature developed by the Oregon Ele-
mentary English Project. The levels covered by the curriculum are grades
one-through six. Grades one and two make one natural grouping, with no
attempt made to identify the materials of the curriculum by grade level.
So, too, with grades three and four, and grades five and six. Let us

deal with each group separately.
f

PART OWE: POEMS AND §TORIES, Ie:JELS B (GRADES MN MOO

It is a bit misleading to t;Jak of a "curriculum in literature" for
the first and second grades, if one takes the word to mean-a program-of
formal study. We are advocating no such program here; we use the word
simply to indicate that the work of the first and second grades is the
beginning of what will become. program of formal study as students move
through the grades on into:junior and senior high school. What we hope to
achieve in the primary grades is the building of a foundation of enjoyment
of literature --the preparation of fertile ground. The selections we of-

fer in this anthology were picked primarily because students should en-
joy than. Az of the suggested questions or exercises that deal with the
selection itself are limited to simple comprehension or discussion ques-
tions; no attempt is made at any sort of formal literary study. We ex-

pect that the teacher will normally have to read most of the selections
to the children because of their limited ability to read by themselves
at this age.

The selections include both poems and stories. The stories were
chosen mr"h an eye to the work of later grades, and here a word or two of
explan4L.41 might be in order. Certain folk and fairy tales have become
part of the common pool of experience of speakers and writers of
the English language, and hence are a source of allusion and reference
and recurring themes in much of the literature that students will be read-
ing in later years. Indeed, such allusions and references to standard
themes have a wider influence than the purely literary: a sociologist
will-speak of "the Cindereflasorth" and its relationship to American cul-
ture; an anthropologist will refer to the recurring motif of the disguised
hero in the folklore of different cultures-. Such allusions as well as
those that occur in the literature he will later study, will be meaning-
less to the student unless he is familiar with the stories and-themes to
which they refer. The narratives we include here are the beginning of
students' acquisition of that common body of "reservoir" literature which
has become a sort of intellectual shorthand.

It will be noticed that we are using the traditional versions of
these stories, rather than simplified adaptations or the prettified, Walt-
Disneyized versions that abound. Students have a listening vocabulary
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that is large enough to permit them to understand these original versions.
It is nob necessary that they understand every word in a story-before
they can enjoy it; we learn new words by hearing (or seeing) them often
enough so that we gradually came to understand their meaning !ran their
use. And since it is the stories in their original form to which all
allusions and references are made, we are using them instead of the anemic
variant. of the Walt Disney type. Let', face it: the wickod wolf ate the
first two little pigs and then got boiled and eaten himself; another
wicked wolf really ate Red Riding Hood's grandmother; and the wicked
witch in "Hansel and Gretel" was indeed burned up in her own oven. That's
the way the stories go. To pretty them up is a tasteless exercise in
false delicacy.

Of the poetry there is not so much need to speak. At this grade
level there is not the-same body of reservoir poetry that there is of
prose. Such poetry is either of a. greater sophistication and complexity,
which students will not meet until much-later in the grades; or else it
is verse of the Mother Goose sort, which most of them presumably have al-
ready encountered.

The main purpose with the poems, as with till...torte., is that students
should enjoy the selections. We want them to approach the later grades
familiar with verse and fond of it, and less inclined to adopt the pose
that poetry is somehow sissy stuff.

One final remark. The selections included here are by no means in-
tended to be students' only literary fare. This is simply one item on
the menu. It is an important one, and will become more so in their study
of literature in later grades. But to claim a central importance for
such a small slice of the total pie available in the rich banquet of,
children's literature would be an arrogance we do not intend. We merely
suggest that this be folded in along with a great deal more in the lan-
guage arts program.

PART TN): LEVELS C AND D (GRADES THREE AND MB)

The readings and exercises we have provided for grades three and
four are Assigned to build on the work of grades one and two, and to.be
another step towards a goal which will not be reached until many years
later in the student's academic career. That goal is the development,
not of a literary critic, a professor of English, a college English major,
or even necessarily of a person who lists "reading good literature" among,
his hobbies in the high school yearbook; rather, it is the development of
a person who has been exposed to good literature, has been taught to
recognize and understand the function of some of those qualities of litera-
ture which can be discussed objectively, and has developed a respect for
literature as a valid medium of artistic expression and a tolerance for
those to whoa literary study is a serious concern. The "curriculum" for
grades one and two begins the exposure process, and that for grades
three and four continues it; the formal training comes later.



The principal criterion for choosing the selections for these grades
has been enjoyment. Most students should enjoy most of these selections;

other children have. Indeed, so important is this criterion that it

should override any other consideration. In treating any of these se-
lections, if a class doesn't enjoy it, it should be dropped. Force-

feeding doesn't work. But besides the criterion of enjoyment, several
other considerations-have governed our selection of titles. Since these

considerations form the rationale for including literature in the stu-
dents' lan)guage arts program at all, it might be well to explore some
of them. We hope it will help explain what this "curriculum" for grades
three and four is designed to accomplish.

These considerations can be grouped under that is generally, avi
loosely, referred to as "our cultural heritage." This rather pompous
and--in an increasingly heterogeneous culturevague phrase is **rely one

__way of stating-that,literature, as central to humane studies, is one Of
the primary means by whichin_identity ourselves to ourselves and relate
ourselves to otheri. Teachers are familiar with tits- ritual of identifi-
cation nearly ever student goes through, usually on his notebook cover:
"John Jones, =lien Street, mail City, Iowa, United States, North
America, Northern Hemisphere, Earth, Solar System, Galaxy, Universe."
The child is identifying-himself at a particular point in time and apace.
Literature serves an analogous function. It provides us, as one writer
has said, with "a superb library of human situations, an endless repertory
of encounters." Uwe take "cultural heritage" in its broadest sense --
the individual's discovery of his relationship to the universal human
condition --then literature provides us with those encounters and Situ'.
tions through which we begin the process of defining and identifying our-.

selves. Grades three and four are not too early to begin that process.

There are other aspects of the idea of "cultural heritage" which
justify the teaching of literature--and literature of the sort included
here--in the students' language arts program. Let us mention them
briefly.

The universal human condition seems to include a similar reopen:1e to
similar stimuli no matter what part of the globe we loOk at. Thus we

find in every culture the same sorts of literaturefables, myths, talk
and fairy tales, and the like. All cultures have &mythology, a series
of stories attempting to explain natural phenomena in understandable
terms, an attempt to explain the natural, non-human world in human terms.
We include here myths from the Classical period, fraa Norse mythology,
and from:different African and American Indian mythologies. Fables are

a standard literary form--still going strong in Pag--used to describe
certain aspects of human behavior. We include the Aesop fables which are
most contralto our literary tradition, and use for comparison a fable
tram Turkey.

Similarly, folk tales and fairy tales illustrate universal human
concerns, wishes, dreams, and predicaments. We have included familiar
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and unfamiliar stories from several countries. For example, students
should enjoy recognizing the familiar Cinderella story in its Chinese
version. Similarly, they should recognize the recurring motif of the en-
counter with magical wee folk in stories from Ireland and Russia as well
as the more familiar ones from Grim.

Since our students are, after all, living in an English-speaking
country, and since they will be reading in later years literature written
in English, the majority of the selections in this curriculum are those
which are central to the traditions of that literature. Hence the promi-
nence given to Classical and Norse mythology, upon which so much literary
allusion and reference depends. Hence too our inclusion of legends and
hero tales which are a necessary part of every child's reservoir of lit-
erary knowledge- -Robin Hood, William Tell, Aladdin, Paul Bunyan, Sindbad,
etc. Since there is not enough time or space to-include everything, what
we have given in these books is what seems to us essential for students'
later reading and study of literature. The more this core can be Supple-
mented with readings from as many different sources as possible, the better.

In brief, then, the selections included in these books are designed
to enrich students' cultural heritage--as human beings sharing with all
other human beings certain responses and certain ways of explaining the
world and human nature to ourselves; and as speakers and readers of English
beginning to build up a necessary reservoir of familiarity with litera-
ture written in the English language.

Let us repeat what we said at the start. The main goal of these
readings for the third and fourth grade years is that students enjoy the
selections for their own sake. Force-feeding, or the dictation of con-
cepts and connections, will destroy the whole purpose of the program.
As we have said, the principal function of the curriculum on these levels
is exposure, not formal training.

There are seven volumes in the third and fourth grade literature
curriculum. Six of them are for distribution to the students, one for
each child. They are attractively bound and illustrated, and we hope they
will stimulate many students to independent reading. There is a volume of

fables, one of Norse mythology, one of Greek mythology, one of African
and Indian mythology, one of folk and fairy tales, and one of verse. In

the teacher's edition of each of these volumes are suggestions for ques-
tions and activities which may be followed if they seem to work, or which
may be supplemented with ones of the teacher's own devising.

We have not written any detailed lesson plans for these selections,
or specified any particular sequence in which they should be presented.
Generally speaking, however, we do not recommend grinding through them
one right after the other. In other words, instead of teaching all the
fables one after the other, the teacher should spot them throughout the
year in convenient clusters, and use the suggested questions and activi-
ties as seems appropriate.



The volumes of mythology are written s the assumption that the
teacher Will start with the Greek, go on to the Norse, and end with the
African and Indian. We suggest that this sequence be tried first. Each
collection repeats certain themes, i.e., How the world was made, How the
seasons came to be, etc. A good class should be able to see these re-
curring themes in cultures from all times and places.

The folk and fairy tales are collected under three main thematic .

groupings, Encounter With Wee Folk, The Foolish Use of Wishes, and Un-
likely Successes. There are four stories under each grouping, and again
it is up to the teacher and the class to determine how much is done with
the idea of repeated motifs.

The other volume is distributed to the teacher only. It is a cam.
lection of longer stories than those mentioned abovehero tales and
legends of Robin Hood, Paul. Bunyan, etc. We suggest that these be used
during story hour to reed to the students, since the length and vocabulary
will probably be too advanced formally students to read by themselves.

The volume of verse, like all the others, is prtnariZy for pleasure.
We have included in the teacher's copy some suggestions for teaching. If
a class enjoys it, they might try to write some poems of their own, or try
their own illustrations of some of the poise.

What we haFe_supplied, then, is a collection of stories and poems
which we hope students will enjoy reading or having read to them, with
some suggestions on how they might be presented. If the children enjoy
them, and remember some of them --in other words, if they begin to learn-
to like literature- -that is sufficient. Anything above that is gravy.

PAR Tom: MEM (small FIVE AND SIX)

The literature curriculum for grades five and six is an attempt to
introduce an added dimension to the curriculum in English in the upper
elementary grades. That added dimension is the study of some of the formal
aspects of literature.

Alga suttlemaltja, Doti substitute or axistiptcurricu/14.

The basic tactic to be followed is to build onerdoyment. In other
words, if students like a selection, and are interested in what they are
doing, the teacher can slip in a little study of some of the concepts intro-
duced below. The teacher should not force things, no!. oven- analyze.

The curriculum is divided into two main sections, Poetry and Narrative
(the latter including both prose and poetry). Since the formal elements
of poetry are more easily extracted for discussions, the main emphasis
falls on poetry. It should probably be taught before narrative. The
central thesis of the poetry curriculum is that ana poetic siaLr_icq
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use bx: students in the normal, discourse. The central thesis of the

narrative section is not so easily capsuled. (See the discussion below.)

The teacher should not be alarmed by the bulk. It is, after all,

mimeographed material on one side of the sheet only. It is also two

years' worth of material. The teacher need not master it all at once.
Each unit is of a manageable size.

discuslign 91 At o co:vett st each mil j haskaust
;formation Aggiendkataist be passed, gn verbatim 12 student.
=Awn matureend detailed than students on possibly, absorb,.

It is our hope that this curriculum, if it is flexibly and imagina-
tively taught, will increase students' informed enjoyment of literature,

both now and in later years.

Rationale

The curriculum we have developed herein is, frankly, "cognitive."
By cognitive we mean a curriculum which will teach a student to identify
and discuss those elements in a literary structure which are susceptible
of a more or less objective description. Those formal elements of a work
of literature which can be identified and discussed are certainly not all
there is to literature, but they are a large part of it. Without an under-

standing of basic critical concepts and terminology, any response to a
work remains subjective and impressionistic.

The curriculum presented here is designed to wIdos rather than
supplant, the basic emotional appeal of literature. We assume that the

teacher has engaged the students' interest in the work, and has encour-
aged the sort of response and enjoyment which is fundamental.

We can reduce the assumptions which underlie this program to # few
declarative sentences. First, the emotional appeal of literature is
probably its most important element, but it is precisely this element
which cannot be taught. This is the old truism that "you cannot teach
enjoyment." Or, putting it another way, "You cannot teach literature,
you can only teach about it."

Second, students have minds as well as emotions, and an intellectual
understanding of sane of the elements of literary structures can increase
the enjoyment of the work. One of the higher abilities which distinguishes
man !ran beast is his ability to intellectualize, to objectify. To fail

to provide an opportunity for the exercise of that faculty is to fail to
help the "whole child" develop.

Third, the teaching of the formal elements of literary structures
should always be an outgrowth of reading for pleasure. As we mentioned

above, the concepts introduced in this curriculum are deSigned to build on,
rather than replace, reading for enjoyment. We realize that of the total
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language arts program, literature forms a fairly small part. Iktrther, we
would suggest strongly that of the literary selections read in any given
year, a fairly wall part of them be given any formal treatment of analy-
sis. Nothing kills pleasure in reading faster than over-analysis.

To achieve the purposes outlined above, we have devised a series of
brief lesson plans, each centered around some literary concept--rhyme, or
simile, or allusion, or the like. Each concept is treated in three se-
lections ranging .from the simple to the more complex. In this way the
teacher should be able to adjust the choice of selections to the level of
ability of the individual class or student.

rs Ku= Ink
Since the elements of poetry are in many ways more easy to deal with

than those of narrative, we have begun with poetry. Wile we have imposed
no rigid sequence on the order in which the concepts should be introduced,
in general it is probiblY best to move from the more concrete to the more
thematic or abstract. Thus, for instance, the idea of rhyme should prob...
ably precede the treatment of meter, or the idea of imagery precede that
of metaphor.

We have broken dawn poetic concepts into four main categories, each
a little more complex than the one that precedes it. As we mentioned,
each concept in each category is treated on three levels of difficulty.

The first category is the one with the most obvious elements. Poetry
is a system of sounds and rhythms, anti the lessons introduce the basic
rhymes and meters. In this category the students move from a study of
rhyme and rhyme scheme through study of stanza patterns to a treatment of
metrics and simple scansion.* Since children have used rhyme and rhythm
from their.Mother Goose days, and since they can sing every TV jingle they
ever heard, it seems a good idea to start them where they already are.

The second category treats poetry as a system of words. Again, the
category begins with the most elementary level, the concept of diction or
word choice, with the related questions of "hard" or "soft" diction and
denotation :Ind connotation. The sequence continues through words used
for ,imagery to groups of words used for complex imagery or comparison
such as simile and metaphor.

The next category deals with what can be called the "situations" of
poetry. Here we introduce the idea of the speaker in,the poem and the
situation or dramatic context in which the poem is being said. This be-
gins, on a very elementary level, the introduction to the idea of the
dramatis, mem or the assumed identity of the speaker of a poem, and
the very important idea that the speaker is quite probably not the author.

The unit on metrics-shcald_be regarded as supplementary. It may be
used or not, or it may be saved for later in the year.
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Anther, for an understanding of many poems, it is important to know what
the events were that triggered the utterance, and where the speaker is in
relation to the events mentioned in the poem. Such considerations are in-
valuable in interpreting the tone or attitude of the writer, and under-
standing his purpose. Finally, this category includes a consideration of
the rhetorical patterns of poetry, i.e., what ideas are expressed and in
what order.

The last category is in many Wag quite similar to the one. just
mentioned. It deals with the questions of tone, of attitude, of the
author's point of view towards his subject, of the whole area of values.
In this category the students will concern themselves with such things as
satire, irony, and such indirect modes.

A note on the lesson plans. As we have said, all the selections have
been chosen for their appeal to elementary school children. The title or

text of-the work, and the literary concept it can be used to illustrate,
appear on the first page of the unit. Following that, we include a dis-

custion of the work as a whole, based on what children might find enjoy-
able in it. Following that, we discuss the literary concept illustrated
by the work, with suggested discussion questions, alternate selections, and
suggested activities and follow up. This organization makes available to
the teacher a collection of good children's literature which has proven
successful in the classroom, with the option of moving from there to a
discussion of a particular literary concept, should it seem desirable.
In other words, the curriculum provides an anthology of good children's
literature, arranged in an order of increasing sophistication, and supple -
mented--no supplantedby a sequential introduction to the elements of
literary techniques and analysis.

Narrative: ....312,1Piand, Poetry

Elementary school children read a large assortment of imaginative
narrative, both prose and poetry. They read folk tales, fables, myths,
fantasy and science fiction, realistic fiction, as well as ballads and
other narrative poems such as "The Cremation of Sam McGee" or The High-
wayman." Quite a conglomerate assortment. How does one impose any order
(of a literary sort) on all that?

There are any number of ways. The approach we recommend below, just
one of several, is designed to give young students some understanding of

those elements which are basic to all narrative, and which indeed seem
part of our instinctive way of looking at the world.

The idea mentioned in the previous paragraph, that there are elements
"basic to all narratives', is worth some further development. If the state-

ment is correct, then any narrative can be treated in the same way, whether
it be in prose or verse. One of the most noxious misapprehensions in the
mind of the average student is that there is a difference between prose
and poetry based on its subject matter. The point we are trying to make



is that the idea of "narrative" is more fUndamentel than the idea of

"prose vs. poetry." It doesn't matter what form the narrative takes;
what matters is that it is narrative. There is more in cannon between
"Casey at the Bat" and Peter Rabbit, than there is between "Casey" and,
say, "Old Ironsides."

In their study of narrative, we want students to begin to be aware
of those elements common to all narrative, whatever the form it may take.

Narrative, then, is a way of saying something that is more funda-
mental. than the ideas of prose or verse. Narrative, or "story," is such a
basic element in the history of human ideas, that it is difficult to
speculate on its origin. For as long as man has-been a social animal he
has told stories as way of ordering and explaining his environment and
his universe. The study of narrative, then, is a very human act, one that
has interested man since he began'to think :nd to imagine.

Uhat we are talking about here is the formal structure of a narrative.
The standard narrative_can be broken down into its basic elements, which
should be accessible to the average elementary school child. What the
children should begin to see, hopefully, is the fundamental narrative
structure of all story. It is basidally a pyramid.

exposition

climax or crisis

os
N1,0

cl"

The. exposition tells us who is who, where they are, and what the
situation is. The complication gives us the terms of the conflict. The

climax or crisis gives us the clash of the opposing forces. The resolu-
tion gives us the movement to a new state of affairs in which the forces
involved; in the conflict are at least temporarily at rest.

To illustrate, let us take "Casey at the Bat," which is one of the
selections in the unit on Narrative. It is treated more fully in the unit,
but we can use it here briefly. The first stanza gives us a rapid ex,-
position: bottom of the ninth inning, score 4-2, two out. The complica-
tion is quite extended, as we see two men get on, and then Casey advance
to the plate and get two called strikes. The climax comes with the third
pitch, and then the story moves to its brief resolution in the final
stanza: "There is no joy in Mudville; mighty Casey has struck cut."

(A note on terminology. Such terms as "exposition," "complication,"
"resolution," and so on can be confusing to students. If the teacher
thinks it better, terms can be used drawn from the children's existing
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vocabulary. "Information" or "explanation," for instance, could be possible

substitutes for "exposition.". Similarly, sane word like "opposition" could
be substituted for "complication," and soothing like "solution" could be
substituted for "resolution." The point is not the teaching of standard
terminology, but the idea behind it.)

Within this basic pattern, which can be diagramed an the board and
discussed in terse of the dynamics of any narrative, there are all sorts
of variations. The emphasis can fall on the conflict, as in "Casey at
the Bat." There can be flashbacks, in which time sequence is distorted.
There can be stories Vk.tch concentrate on motive (Poets "The Tell Tale
Heart"). Bit with all the possible variations and emphasis, any narrative
can be discussed in terms of its relation to this basic narrative form.

Building on such considerations, it should be possible to have stu-
dents consider more subjective and evaluative questions, the same sort of
questions with which the more advanced sections of the poetry sequence
are concerned. What is the author's point of view? What is the tone of
the story? What values are being explored and what attitude is being
expressed? The seqience here, as in the poetry section, moves from
simple to more caapliec-and subjective considerations.

Again, as with the poetry, the lesson plans offer a selection of
tested narratives, with a general discussion of each of a number of se-
lected stories as a whole, indicating those points that might most prof-
itably be discussed. In addition, special mention is made of sole particu-
lar aspects of narrative form-which the teacher may wish to pursue with
the class. Again, also, the lessons are arranged in a planned sequence,
but it is up to the teacher to determine where to begin and to what ex-
tent to follow the program.

A word of caution. With narrative, even more than with poetry, over-

emphasis on formal analysis would be a great mistake. The patterns of

narrative are broader and vaguer, at this stage, than Ulg patterns of
poetry, and not so readily held in the mind or abstracted from the text.
(Perhaps the main reason for this is that narrative tends to be longer
than lyric poetry.) At any rate, it is important to remember that the
concepts we suggest here are ft to be regarded as a substitute for read-
ing for enjoyment, that they are a supplement, not a replacement, an
optional ad' ad dimension to pleasure, not a sterile catechism.

se practical Considerations

The units are arranged in an arbitrary order, the rationale for which
is explained on page 42 above. As we have mentioned, the material was
written with a hypothetical ungraded fifth and sixth grade class in mind.
The teacher will want to adapt these materials to his or her particular
classroom. It is clear that some students will not be able or willing
to go as far along the road air others. It will be up to the teacher to
determine how far to travel.



There 13 no need to follow the sequence we have laid cut. If the
teacher thinks another sequence will serve better, it should be tried.
But generally speaking, a horizontal approach should be more effective
than a vertical one, i.e., concepts trait several categories should be
treated in a cross section rather than fallowing one to its end at the
cost of excluding another. Such a procedure will soon allow for a good
deal of cross reference and discussion of more tt-1 one concept in any
given selection. In other words, a poem each from the lessons on imagery,
diction, allusion, and irony, for example, would probably do better thanal the poems in any one of those units.

The teacher mist decide the point at which to plug in the material,
and the rate at which to move. It is important for the teacher to keep
in mini the ultimate goalcan which 411 not be realised for many years:
the developaent of sensitive, informed, and eager readers of literature.
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Likeestut: Usk& Slat id 2r2
A. toetry

"If I Had a Dollar" - Wesley Vollx-
"HalfWay Down" - A. A. Kilns
"My Shadow" - Robert Louis Stevenson
"A Muddy Good Time" - tireeley Vollmer
"Going to Bed" - Karchette Chute
"Waking" - Lilian Moore
*Kitchen Tones" - Ida M. Pardus
The Toaster" - William Jay bah
The Song of the Cornpopper" - Laura B. Richards
"Whistle" - Anonymous
"Hands* - Dorothy Aldis
"Feet" Dorothy Aldis
"Independence" - A. A. Milne
*Roads" - Rachel Field
"Skyscrapers" - Rachel Field
The hayloft is ay favorite piece to go. . ." - Susan Bennett
"They're building a mound. . ." Wesley Vollmer
"I Know a Place" - Myra Cohn Livingston
"Barefoot Days" - Rachel Field
"A Kite" - AliCeri01211
"Mine" - Lilian Moor.
"At the Zoo" - A. A. Milne
"I Can Be a Tiger" - Mildred Leigh Anderson
"I'd ride a camel . . ." - Wailer Vollmer
Maw Bear" - A. A. Milne
01Bletelephag" - Laura H. Richards
"Poppy and I" - A. A. Milne
"Chums" - Arthur Guitermen
"Little Puppy" - Hilda chunc Wetberill
The Rabbit" Slisabetn Maddox Roberts
"To a Squirrel at Kyle-nee-no" - Wflli.a &tier Teats
The Secret Sag" - Margaret Wise Brown
"Go Wind" - Lilian Moore
"Wind Save - Lilian Moore
"The Wind" - Robert Lads Stevenson
"Under the Tent of the Sky', - Rowena Bastin Bennett
"It is Raining" - Lucy Sprague Kitchell
"In the Fog" - Lilian Moore
*Forecast" Anaqmous
"Fog" - Carl Saalburg
"Bees" - Marchette Chute
"Little Black Bug" - Margaret Wise Brown
"Hay, Bug!" - Lilian Moore
"Raccoons" - Aileen Fisher
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"Caterpillar" - Christine Rossetti

"Fuzzy %any, Creepy Crawly" - Lillian Schulz
"Only My Opinion" - Monica Shannon
"The Little_Thrtie" Vachel Lindsay
"Nice" - Rose Fyleman
"Little Snail" - Hilda Colliding
"Regent's .Park" - Rose Fylesan

"How Creatures Move" - Anonymous
"April Rain Song" - Langston Hughes
"How Do You-Know-It's Spring?" - Margaret Wise Brown
"The Little Plant" - Kate Louise Brown
"Dandelion" - Hilda Conklin
"The Ice-Cream ran" - Rachel Field
"November Night" - Adelaide Crapsey
"Halloween"'- Geraldine Brain Mks
"Autumn Woods" - James S. -Tippett.
"The Snotiman" - Mitt L. Helvierson
"I Look outside and_ think- . ." - Wesley Vollmer
"White Fields" - James Stephens
"The Elf and the Dor Mouse" - Oliver Herford
"Names" - LeClair. G. Alger
"Do You Know" - Ethel M. Wegert
"The Bear" - Carl Heading
"Counting-Out Rhyme" - Anonym=
"When Rinky Rally Billy Bo.. ." - Wesley Vollmer

B. Short Stories

"Snag White"
"The Lad Who Went co the North Wind"
"The Big Turnip"

!Hansel and Gretel"
"The Traveling Musicians"
"Teeny Tiny"
"The Golden Goose"
"The Magic Ring"
"The Old Woman in the Wood"
"The Pancake"
"Why the Evergreen-Trees Keep Their Leaves in Winter"

"How the Robin's Breast Became Red"
"East o' the Sun and West o' the Moon"
"The Three Billy-Goats Gruff"
"The Story of the Three Little Pigs"
"The Fairy"
"Brier Rose"
"Rumpleetiltekin"
"The Elves and the Shoemaker"

Literature: Grades, Thmt sm fat.

Fables
Greek Mythology
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Norse Mythology
African and Indian Myths
Folk Tales and Fairy Tales
A Handful of Nothings, and Some Other Poems
Hero Tales and Legends

Literature: Grades nye and Six

A. Poetry

Rhyme
Metrics, Scansion
Rhyme Scheme: Stanza
Diction OW Choice); Denotation and Connotation; Onomatopoeia

Imagery
Speaker
Dramatic Situation
Simile
Metaphor I
Metaphor II
Allusion
Idea Patterns
Point of View
Hyperbole-Irony
Symbol
The Whole Poem

B. Narrative (Prose and Verse)

"The Cat Who Walked by Himself". - Rudyard Kipling
"The Story of Keesh" - Jack London
"The Springfield Fox" - Ernest Thcmpson-Seton
"A Nan Who Had No Wes" - McKinley Kantor
"A Dangerous Guy Indeed" - Damon Runyon
"The Old Demon" - Pearl Back
"Night Drive" - Will F. Jenkins
"Loccaotive 38, the Ojibway" - Williaa Saroyan
"Siward DigriThe Earl of Northumberland" - Earl Craig
"The Cremation of Sam McGee" - Robert W. Service
"The Highwayman" - Alfred. Noyes
"The Witch of WiLlouby Wood" - Rowena Bennett
"Casey at the Bat" - Ernest Thayer
"Ode to Billy Joe" - Bobbie Gentry



-THE DRAMA STRAND

Introduction

DEFINITIONS

Drama essentially means to do or to act.

Informal dram (also called creative draniaTintivovisational drama,
or playmalcing) is an art in which children use improvised movement, ges-
ture, and speech to enact an ides, situation, or literary selection. In
infermal-draia, the emphasis is on the process of creating, as opposed
to formal drama, in which the emphasis is on the product--normally per-
formed for an audience.

An improvisation is an exercise in which the participants extemporize
a situation. Often certain determinants are given as starting or focal
points. For exaMple, the teacher might say, "You found a kitten you want
very much to keep. Your mother says you cannot have a pet. Improvise
the scene."

To pantomime, is to act without words. For example, "Pantomime what
might happen if you were alone at night and you heard footsteps outside
the window."

Movement in drama refers to the way the body moves, taking the
aspects of time, space, weight, body shape, body flow, and relationship
to others into consideration.

Theatre m refers to the external staging devices, such as costumes,
lighting, properties, and so on, used to enhance and clarify the plot and
the characters.

OBJECTIVES OF INFORMAL DRAMA

The objectives of informal drama fall into two important categories:
one concerns the child, the other concerns the art. Although the two
categories are separated for discussion purposes, the objectives of each
should constantly reinforce the other. When one category is consistently
stressed more than the other, one i- likely to find child therapy and
little or no art, or art at the expense and perhaps even to the detriment
of child development.

I. Child Development: Objectives

Informal drama seeks to help the child develop an awareness of him-
selfhis physical being, which is the instrument he creates with and
coamunicates with. He becomes aware of the way his muscles respond in
movement, the way his body relates to space and to others in space, the



way-varying degrees and kinds of effort reflect different attitudes and
moods. He becomes aware of his voice and the different ways he can nee
it to extend and amplify which he is creating, whether through sound:: or
words.

Informal drama seeks to help the child become aware of himself as
a creative being. The creative experience can be described as that time
when one becomes so involved in the activity, consciously and unconsciously*
that without seeming effort ideas flow in rapid succession, images arise
to clarify thoughts, relationships are perceived, and, if one is working
specifically in the art of drama, suddenly the movement, the words, the
total expression is truthful and right. EVen if the experience is mo-
mentary, one-feels at once exhilarated and satisfied. This is the kind of
experience we hope each child can be involved in.

Informal drama seeks to help the child envision himself as an or-
ganizer of experience, secure enough to react with spontaneity, flexibility,
and absorption as he learns to control his.physicalbeing--his instru-
ment-- physically, mentally and emotionally, thereby giving form to the art.

Informal drama seeks to offer opportunities for the child to become
more aware of his environment. After a baby discovers the delight of
playing with his own fingers and toes and feels comfortable with himself,
he expands his vision to include other aspects of his environment. So
it is in drama--as the child moves and speaks with growing confidence
and faith in his own capacities his vision and awareness expand. The
teacher sees that there are various manipulable objects or furnishings
available for stimulation within the classroom. And of course the child
sheds light on his awn awareness by the kinds of ideas he chooses to
dramatize.

Informal drama takes place within the framework of a group. The
interaction which necessarily occurs between members of the group leads
to another aspect of the child- development objective--an increasing
awareness of others, or, the child's visional himself as a social being.
In order to create with others, children need to develop a sensitivity
toward their fellows which allows a mutual trust and respect to'build up
as they participate in the give and take of improvised drama.

II. The Art of Drama: Objectives

The main objective in this category is to help the child understand
and appreciate drama, which is a story told by means of dialogue and
action. There are two levels of understanding involved here--an intuitive
understanding and an intellectual understanding. Because children come
to school fully steeped in play, they already have begun to grasp 1:tui-
tively the essence of drama. Experiences in drama which are totally in-
volving to the individual fUrther this intuitive understanding. Children,
particularly from the fourth grade up, also like to understand intellect-
uallyidlat is happening. Drama is to them a meaningful gone in which
knowing more of the rules makes the game more fun to play. This knowledge



can also give them more freedom to manipulate and design dramatic struc-
ture for themselves.

What should children be able.to do in the sixth grade after several
years of experience in creating drama? In other words, how will the

teacher know they are progressing toward the goal of understanding the
art? He can ask himself following questions, to help evaluate the,
effectiveness of the provga:

1. Can the children act a polished improvisation without
"drying up"--that is, without breaking character and
wondering what to do or sg next?

2. Are their reactions swift and suitable to the situation
and character? Do they stay in character at all times
when they are On stageeven when they are not speaking?

3. Is the flow of language confident?

4. Do they achieve good contrasts and climes in their scenes?

5. Do they know when to end a scene?

6. then they use coetumee, props, lights, or sound effects,
do they use them in a way that helps clarify the characters
and situation?

If these questions can be answered affirmatively, the teacher can
consider that the students understand and appreciate drama, intuitively
at the very least.

If a child consistently develops a-character, knowing who, what,
where, and why about the character, if he consistently creates plots with
beginning, middle, and end, problers-canplication-climax-solution, if he
can either watch or participate in a scene and state its strengths and
weaknesses, both in acting and plot development, one can be reasonably
certain the child has an intellectual understanding of drama.

iE WE 211'. ENGLISH, PRCGR.AM

Drama is included in two ways in this English program: first, as a

subject in its own right, a part of the curriculum like composition, lan-
guage and literature; and second, as a method for teaching in the other

areas of the English program.

The drama curriculum is an attempt to develop a spiral and sequential
program for the teaching of drama as a subject. The materials for grades

one and two provide an experiential background for the young child, in
which an environment, situations, ideas, and questions are set forth to

help the child extend his horizons and expand his scope of perception.



The lessons in these early grades seek primarily to involve the child

physically, emotionally, and mentally in dramatic action. wile the
principles of drama are inherent in the material used, there is no at-
tempt to cause conscious learning about the subject of drama. In padss
three through six, each year's curriculum is designed to give students
from 40 to 45 experiences in drama, in which there is opportunity for
learning on both the intuitive and intellectual. levels.

Often drama and another subject go hand in hand. For example, in
composition the teacher may wish to have the children develop a more
acute awareness of their senses so they can write a descriptive para-
graph. One of the abilities children need in order to grow in drama is
also an acute awareness of the senses. A sensory-pantomime may be set
up, e.g., picking up a kitten or a snake, followed by discussion and the
writing of the paragraph.1 Literature and drama also work together in
scam lessons. In the first and second grade curriculum, drama is often
used to enhance the student's involvement inikparticular poem or story.
The same techniques can be applied in the other grades when the teacher
seeks to_ clarify a passage or to stimulate imaginative thinking: Several,

of the stories included in the literature curriculum in grades three and
four have been adapted in script form and used in the drama curriculum
for these grades. The purpose for using a script is different from that
for the story, but each form serves to reinforce the other. The teacher

will r"obably see other instances in which drama can be used effectively
to lead into a piece of Literature, or to clarify a passage in a story
or poem, or to stimulate imaginative thinking. In other words, a flexi-
ble teaching approach is the key.

PRINIPArt EN= it MS
According to Aristotle, whose Poetics has dominated dramatic theory

for 2,500 years, the principal elements of drama include character, plot,
dialogue, spectacle, style, and theme. The first four are of more im-
mediate concern in a curriculum at the elementary level. (The term
!theatre form" has been used as a simplified way of presenting the ele-

ment of spectacle.)

Characteripition is a broad term the teacher needs to understand if
he ie to be able to help children achieve anything more than a superficial
level of character development. To create a character one needs to con-
sider what the character is doing (wt.!), why he is doing it (oblective),
how he feels about doing it (stti4ude), and how he accomplishes the action
(thveical 4tributes ggl ;movement). It is also essential that the char-
acter establish hilm.he is--a forest, a burning house, a boat, etc.
child will find it virtually impossible to create that complete a character

-"Following many of the drama lessons, there are specific suggestions
for integrating a particular drama lesson with composition.



without much experience and work. The lessons in the drama curriculum

are dr3igned so that each aspect of characterization is treated singly.
For instance, some lessons deal mainly with developing the objective of
the characteR, others with character attitude, others with establishing
enviromnent.4

ast is the term used in drama to indicate the story as it is re-
vealed through the dialogue of the characters. The drama curriculum deals
with several aspects of plot. One of these is basic plot structure- -
viewed very simply as including a beginning, middle, and end (or prob-
lem, complications, and solution). Lessons are planned to deal with each
part of the plot structure. For example, one of the most troublesome
problems for children is determining an appropriate ending for their
scenes--instead of rambling on interminably, or stopping too abruptly.

___There_argleasons_siesignecLtaaead_then_to_a_better_underatinding of just
when a scene should be concluded. Another aspect-of plot is conflict.
Children bocci* intensely involved when they-work with an idea which has
strong conflict in it=- conflict stemming :ran _a confrontation with others,
or-with the environment, or with oneself. Suspense is often closely al-
lied with conflict and holds high appeal for children, especially in the
upper grades. Another aspect of plot is its locale --an action takes on
quite a different meaning if. it occurs at the baton of the ocean, rather
than at the supermarket or at home. A similar plot determiner is time- -
a knock at the door would have a different meaning if it came at mid-
night, or at noon, or on Christmas Eve, or a thousand years ago, or a
thousand years hence. The children will have several opportunities to
work with each of the aspects of plot.

Dialogue (or speech), needs little explanation. It contributes to

character and plot.' The voice become part of the character development
both in its tone, pace, and dialect, and in the meaning of the words.

While the drama curriculum is based on informal, improvisational
techniques, a study of drama would be incomplete if it did not show the
relationship between dramatic content and theatre form. By theatre Sza
we mean those devices employed to enhance and clarify the plot and char-
acters, such as costumes, make-up, lights, sound effects, properties, and
set\furnishings. In grades 3-6, lessons are included in which the children
actively use these devices to help com municate their ideas and characters.
Other lessons include short play scripts, so that the students can become
familiar with the written form of a play, and encounter simple problems
of staging.

4'ollowing the summary of drama elements and acting skills is a
chart, pages 57-63 showing the various concepts introduced at each grade
level. By studying the chart, the teacher will be able to see the se-
quential development intended for each of the drama elements.
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Theatre form implies presentation for an audience. However, the les-
sons in this curriculum, whether they use improvisational methods or
scripts, are not intended to be performed for an audience other than the
class members themselves. The purpose for including such lessons is
simply to familiarise the students with a few basic theatre techniques and
to show the relationship between content and form.

As stated earlier drama means to do or to act. The central force of
drama lies in the participants' physical manifestation of characters, plot,
and dialogue--in short, Acalm

ACTIKU SKILLS

The instrument that the child (or actor) uses to create drama is him-
self. He has his body, his voice, his mind. Obviously a few paragraphs
cannot serve as a course in actinii so let usymerely note the kind of
exercises and experiences which allow the child to develop his instrument.

Movgnent,exercises serve to free the child's energy and emotion; they
allow the child to beccae aware of the workings of his body and to control
them; they allow Mato develop the ability to communicate through move-
ment; they encourage him to unleash his imagination. Concentration
exercises serve to help the child focus his attention on a single cir-
cumstance or set of circumstances to the exclusion of distracting factors.
Concentration is absolutely essential if one is to create with belief.
Sensory lantsigon are a conscious attempt to 'herrn perception and open
senses to heightened awareness. Imagination exercises serve to extend
the mind so that it sees many and perhaps new possibilities and relation-
ships. Svcs a exercises, give needed practice in fluency of verbal com
munication, as well as promoting clear articulation and voice control.
Sometimes exercises are given specifically to develop sensitivity toward
others and interaqtion among playersclearly essential, since rarely does
one act in isolation.

Although there are specific exercises designed to help expand con-
centration and imagination, these two elements should be present in eery
exercise. The extent to which they are present very often determines how
successful a, particular exercise is. Comentration is observable both
in body responses (movements appropriate to the objective of the action
and consistently appropriate to the character being developed) and verbal
response (adherence to subject and/or objective). Imagination is ob-
servable,in both body and verbal response. For example, the child can
verbally describe a character or situation, create a plot from a variety
of given stimuli, improvise dialogue in a situation, evaluate a scene and
make suggestions for improvement,. make the transfer from a given situation
to one of his own making. Imaginative body response may be seen in the
use of many parts of the body to explore movements or in the creating of
a character by movement and gesture; it may also be seen in response to a
given stimulus--for example, developing an image from a movement, or a
movement from an image.
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SUGGEETIONS, TECH THE MI CURRICULUM

1. Although these lessons have been carefully plmuied and thought
out, each class is different and the teacher should decide for each lesson
whether the material and exercises are suitable for his class. If the

suggestions in an exercise do not fit the Clites--if the children's ex-
perience precludes the ideas given, or if the ideas seen either too sophis-
ticated nr too simple for the group, the teacher should change the material
so the . .1dren can relate to it. In changing the material, however, an
effort should be made to work with the concept included in the original
lesson.

2. These lessons should not be used without detailed thought and
planning beforehand. All the possibilities of action should be thought
through so the teacher is prepared to discuss what the children case up
with in terms of the objectives for the lesson.

It is imperative that each teacher make these lessons part of at
and that be presents them in hb or. The lessons are written as they
are in order to show how a lesson should flow. 11si not Adeagid is

verbatim. After teaching several sessions, each teacher will no
doubt discover how much or how little discussion guidance is needed in
order to explore a concept with his particular class.

3. The lessons should be checked well in advance so that any neces-
sary materials can be gathered. In the table of contents for each grade,
a notation is made of materials which ray be needed for specific lessons.

4. If the class needs more work in a certain area, the lesson can
be altered to suit the need. For example, if concentration is very low
at some time, a series of ccacentratiok exercises would be halpfUl. Fol-
lowing this introduction, the major teaching concepts are cross-referenced
in an lade& according to pertinent lessons (see pages 73-4, below). It is
perfectly satisfactory, and even desirable, to use exercises more than
once, especially if the children are particularly responsive to certain
exercises. Also, 'the teacher should feel tree to use exercises from say
grade level from first thrOugh six if they are applicable to his class.

The by-word is "Be flexible!" There should be no hesitation to try
new ideas.

5. Some lessons are planned so that' will take two class sessions.
It is usually left to the teacher to decide where the first session should
be terminated. On the second day of a lessor, it is wise to give a warm-
up exereZse before continuing the lesson. If a specific warm-up is not
indicated, the teacher can use one from a previous lesson or one of his
own.

6. There are special lessons for Halloween and Christmas holidays,
and tor spring. The teacher should note where those lessons are so they
can be included at the appropriate times.

46-



7. Movement is less restricted and much more stable if the children
take off their shoes. They should get into the habit of removing their
shoes at the beginning of each drama session. If slippery socks present
a pkoblem, they can also be removed until the end of the session.

If sane children are concerned about soiling their clothes, the
teacher can ask them to wear suitable clothing on drama dayssomething
they won't mind doing floor work in.

S. Many of the lessons can be used in the classroom with very little
or no furniture adjustment. It is up to the teacher to determine what he
considers to be enough space for particular exercises. The first few
lessons in each grade should definitely be used in the regular classroom.
Then, if there is a roan or gym with more space available, a move may be
desirable. It should be remembered, though, that a very large space
presents different kinds of control problems.

9. The use of a cymbal or tambour:nes or other instrument, is a good
control device. It can be used.to call the children to order, to start
or stop action, to help create mood and rhythmic background. Such a de-

, vice is far more effective than the teacher's voice.

10. Never let the children begin acting until all are concentrating
and quiet. Insist that they wait for the signal to begin.

U. Set up one inviolable ground rule when, and if, it seems neces-
sary: If any children feel they cannot proceed without touching saneone
else, or if they interfere in any way with others, they may sit quietly
and watch, Respect for others' efforts must be a requisite. Each teacher
will no doubt find his own way to handle this when the situation arises,
but interference should not be allowed to continue.

12. When questions are asked, it is not necessary to hear a response
from everyone. The important point is to km*, that the children are re-
sponding to the question inwardly, if not overtly.

13. Groups:

a Lessons often ask that the children work in pairs. Try to
see that each person works with different partners from one
time to the next.

b. Group work usually 'starts with twos then progresses to in-
clude larger numbers. When working in tours or fives, if
some children seem left out and do not contribute, go back
to using smaller groups.

c. When small groups are plamting a scene, the teacher should
go around to various groups to see if each has an idea. It
they are having difficulty, he can ask questions to help
stimulate the flow of ideas.
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d. If the students don't seem ready for independent group work,
the teacher can plan a scene with the entire class, then
either play the scene in groups, or ask volunteers to play
it for the rest of the class.

e. When various groups are playing their scenes simultaneously,
they do not have to end at the same time. The groups should
be directed to it down, right where they are, when they are
finished. They can watch until the other groups are done.

f. When the word "audience" is mentioned in the lessons, the
term refers to those members of the class watching other
members perform. The audience should always be directed
to watch for something specifically related to the partl.-
lar drama concept with which the lesson deals. After

watching, they should be given an opportunity to respond.

g. In many lessons the option is given to have the groups play
simultaneously or to have those who wish to do so play their

scenes for the class. Howeverbeware! Teachers have dis-

covered that when the children are allowed to tasy their
scenes for the class too often, their playing often becomes
superficial and the level of concentration is poor. In
other words, they begin to play only to an audience, rather
than becoming involved in the_rale and the creative process.
It is not necessary nor is it desirable to show scenes
every time.

h. When a group does show their scene, they must be willing
to share their voices so that they can be heard. Other-

wise they should not be allowed to show the scene.. If
voice projection is a big problem in the class, some speech
exercises may be in order.

14. Employ a student to be stage manager to help set the stage, give
the signal for action, work the lights, etc., whenever possible.

15. It the class seems too excited at the end of the session to work
satisfactorily at something else, be sure to use a brief relaxation exer-
cise or concentration exercise to help them calm down. A discussion or
quiet music can also be helpful.

16. The term "side coach" refers to the brief commeAts or questions
made to help direct concentration or heighten mood or introduce a new
idea while the children are acting. Students soon learn to listen to the

teacher's voice while they gontinme to play.

17. The teacher should keep in mind that all responses, sincerely

intended, sre acceptable. He should not go into lessons with preconceived

ideas of that is "correct" or acceptable. Their wsy may be better!



18. If certain scenes and characters seem too superficial, the prob-
lem will probably lie .1n one of two areas. First, the students may not
have identified sufficiently with the characters. In this case, the teacher
can ask further questions to elicit how the students would feel and what
they would do in this kind of situation. If they still cannot identify,
the material is wrong for them. Try another lesson instead.

Secort the students may have started with good involvement, but per-
haps they have become easily distracted and unable to sustain the char-
acters. In this case, more exercises in concentration and sense aware-
ness may be in order, to cause them to focui on details and objectives.

19. Children are often directed in these lessons to close their
eyes. The purpoie for this is to aid concentration and to help them visu-
alize the action before they. actually do it. Most children have no trouble
closing their eyes, but occasionally a few seem unable to do it on demand.
In such cases, they can simply look down at the floor, with eyes lowered
rather than closed.

20. Use of tapes:

a. There are tapes recorded for grades 3-6. They are intended
for use at a particular point, noted in the curriculum.
Description of the tapes, and specific suggestions for using
them, are included -in the lesson plans. The tapes shoUld
be played at a speed of 7-1/2 ips.

b. The teacher should be sure to listen to the tape before
using it in class.

c. The length of the tapes varies. Although a tape may be
only fifteen minutes long, the lesson itself may take longer
if the students are directed to do a specific scene at the
end.

d. Although there is time allowed on the tapes for dividing in-
to groups, preparing scenes, etc., the time allowance may
not be adequate for the class. If this is the case, the
tape can be stopped until the children are ready, then
started again.

e. Before playing any of the tapes, except those with stories,
the children should be directed to take off their shoes and
find their own space so they are ready for action.

21. The teacher's attitude is important to the success of the pro-
gram. If he goes into the lessons with a spirit of fun and of an ad-
venture to be shared, the students respond 1.11 kind and learn more as
a result. Relax and enjal
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NOTES ON THE USE OF SCRIPTS (Applicable to grades 3-6)

1. The scripts are not intended to be performed, for an audience other
than the class in which they are used.

2. They are intended to be read (rather than manorized) as they are
acted out, for the rest of the class. The scripts are short, usually run-
ning about ten minutes.

3. a. Third and fourth irate scripts:

There are nine plays included. They are adaptions of folk

tales, fairy tales, or myths. Six of the plays have narrative versions
in the literature curriculum.

There are only five lessons in each grade calling for scripts.
The teacher should choose the plays according to the interests of his par-
ticular class. Naturally, the teacher may use as many scripts as he wants
to. Our only request is that the teacher does not introduce the first
script until the lesson-designated for it appears in the curriculum--for
example, Lesson 22 in third grade, Lesson 21 in fourth grade The scripts

should not be used to the exclusion of the other lessons, or the students
will lose ground in concentration and involvement.

b. Fifth and sixth grade scripts:

There are fire plays included. Two of the plays have been
adapted Fran stories in the fifth and sixth grade literature curriculum:
"The Cat That Walked by Himself" and "The Story of Keesh." These will be
much more meaningful if whey are used after they have been introduced
in narrative form. The other three plays are folk tales we thought fifth
and sixth graders would especially enjoy.

4. Please note that the scripts are included in the curriculum
IQ after at least 20 to 25 lessons of informal drama. The students
must have many experiences in improvising before they can use the scripts
successfully.

5. On a day when a script is used, only the members of the class
who are I- the play will be:.involved in the preparations. Copies are in-

cluded for each speaking part, one for the teacher, and one or two extra
copies to be shared among those who have non-speaking parts or are-members
of a crowd.

6. Sane characters have very few lines, and, in a couple of plays,
there are characters necessary to the action who have no lines. This
practice has been followed so that all levels of reading ability can be
accamnodated.

7. Below is a suggested general procedUre ilthori7A each teacher

will probably find a format that suits his students and ilme and space



needs more specifically, as he works with the scripts. The preparation
can be done in one day or it can be divided so that it takes two days.

a. At the beginning of the day, the teacher announces that the
script calls for a certain number of people. He asks for
volunteers. When choosing the participants, he should try
to keep a balance between good readers and slow readers.
For the first script, try to choose students who can work
well independently and will cooperate in a group situation.
They will help set the tone for the remaining scripts.

b. Give a script to each child. They read it out loud, in a
group, while the teacher listens. The teacher explains any
words that might be new to them. For the first reading, it
is not important who reads which part.

c. Cast them in specific parts, keeping in mind ability levels
of reading. It is vital that they understand each character
is important and necessary to the plot, no matter how few or
many lines he speaks. Whenever an actor is on stage he
should act as the character would, whether he is speaking
or not.

d. Have them read the play aloud again, each person reading his
own part. Fran this point on, they can probably do the rest
of the preparation-0.one, with very little teacher guidance.

e. Following each script is a list of questions for the actors.
Each actor should look at and answer to himself the questions
pertaining to his particular character. The questions re-
quire the actor to use his imagination about the character.
The answers are not always specifically in the script.

f. Encourage them to decide how to stage the play. It is best

if one particular area of the roan is always designated as -

the stage. The students then decide where the doors are,
what furniture should be included and what they can panto-
mime, where they will go when they .are on-stage. Specific

staging 'Considerations are listed following each script.

If a simple curtain or cardboard screen can be set up, it
will add to the illusion of the theatre. It will also prove
less distracting to other r adents when the play is being
rehearsed.

g.

Because it is difficult to handle props when reading a script,
most action is better when pantomimed, unless the students
think the props are absolutely necessary.

Have the east read through the script again, including any
bits-of action they feel necessary or suitable to the play.
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One person could be designated as director to give suggestions
for action and to make sure each person is "sharing his
voice" (that is, speaking loudly enough).

Another person could be the stage manager to do things like
work the lights, if there are any, or call curtain, or put
the furniture or other set pieces in the right places when
the scenes change, etc. The stage manager and the director
can look at the Staging Suggestions noted in the lesson ac-
companying each script.

They may want to rehearse the play more than once, depending
upon the time available and their enthusiasm. The plays are

flexible enough so that they can be done very simply or quite
elaborately, according to the imagination of the cast.

h. Have the cast read the play for the class.

i. After the play, the teacher can lead the audience in applause,
if they don't applaud spontaneously. (Sometimes they won't

think to clap in a school situation.) Then, the class can
discuss the story, amusing situations, or some of the char-
acters with the class. But the teacher should try to guide
the children away frau making remarks about the quality of
the 'acting in anyway that is critical. Suggestions for

evaluation follow each script.

If there was a general problem in the presentation, such as
the actors not speaking loudly enough or everyone being
huddled together, the teacher might ask the class what to do
to improve these things. He can deal with the problem as if
everyone is involved and each one can improve. The problems

should be approached as a challenge and in the spirit of
fun. It might be advisable to wait until the day after the
play to discuss problems.

8. The relative language difficulty for all of the plays is approxi-
mately the same. However, some plays are more complicated than others in
respect to the number of scenes or staging problems. ,Following is a

list of the plays, progressing fray the simpler ones to the more complex.
If a play has a narrative counterpart in the Literature curriculum, that
fact is noted after the title.

Mut Contest

The Indian Mmegik
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(Adapted from a Greek myth.
Narrative version in the third
and fourth grade literature
curriculum.)

(Adapted from an American Indian
fairy tale.)



Two Neighbors (Adapted from a French folk
tale. Narrative version in the

third and fourth grade litera-
ture curriculum.)

(Adapted from a Russian fairy

tale. Narrative version, in an
Irish rather than Russian tell-
ing, in the third and fourth
grade literature curriculum.)

The Hammer of Thor (Adapted from a Norse myth.
Narrative version in the third
and fourth grade literature
curriculum.)

Deucalion and the Flood (Adapted from a Greek myth.
Narrative version in the third

and fourth grade literature
curriculum.)

Rumplestiltakin (Adapted from the Grimm brothers
fairy tale. Narrative version
in the third and fourth grade
literature curriculum.)

The Magic Drum (Adapted from an African folk
tale.)

The Squire's Bride (Adapted from a Scandinavian
folk tale.)

The agt That Walked k Himself (Adapted fray the story by Rud-

yard Kipling. Narrative version

in the fifth and sixth grade
literature curriculum.)

The Fool of the Emu and
The Flying Ship,

T, lie, of Keesh (Adapted from the story by Jack
London. Narrative version in
the fifth and sixth grade
literature curriculum.)
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Third Grade

CONCENTRATION

Lessons 2, 3,
5, 12, 14, 15,
16, 17, 21,
23, 25, 29

14PZIHATION

INDEX TO EXERCISES*

Fourth Grade

Lessons 1, 3,
4, 5, 7, 11,
13, 16, 17,
20, 22, 36

Fifth Grade

Lessons 2, 3,
14, 17, 18,
27

Sixth 2E01

Lessons 2, 3,
21, 35

Lessons 1, 2,
5, 8, 9, 14
16, 18, 20,
24, 27-28,
29, 33, 35

SENSE PERCEPTION

Lessons 2, 4, Lessons 18, 32,
6, 7, 18, 19, 39
20, 28, 30, 37

Lessons 3, 5, 8, 10,
1.7, 22-23, 27, 28,
30, 32, 33, 35,
40-41

Lessons 3, 4, Lessons 1, 3, 6, Lessons 1, 2, Lessons 1, 2, 4, 14,
5, 8, 12, 13, 8, 16, 20, 29, 5, 7, 13, 19, 22-23
1.5, 16, 20, 32 23, 31, 38
25 ,

MOVEKENT

Lessons 1, 2, Lessons 1, 2, 3, Lessons 1, 2, Lessons 1, 2, 3, 4 ,
3, 4, 6, 7, 4, 5, 6, 9, 10, 3, 4, 6, 8, 5, 6, 10, 11, 22.23,
9;.10, 12, 12, 15, 16, 18, 10, 26, 27, 28 25, 26, 27, 30, 31,
14, 15, 21, 20, 28, 29, 32, 36, 37, 39 35
24, 33, 35, 33, 34, 37, 39,
36 40

SPEECH

Lessons 14, Lessons 9, 12, Lessons 12, Lessons 7, 11, 33,
18, 25, 37 14, 22, 25, 30, 15, 18, 24 15, 16, 18, 26

34

CHAr....;TER

Lessons 5, 7, Lessons 4, 5, Lessons 5, 7, 9, 15,Lessons 6, 7,
10, 17, 19,
39-40

10, 11, 13,
27, 29, 33,

8, 9, 10, 13,
17, 26, 32,

16, 21, 40.41

36 36, 37, 41

*If students need more work in a certain area, the teacher may want
to use exercises in that area from a different grade level.
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PLOT

Lessons 8,

Fourth Grade, Fifth Gradet sgok gnat

Lessons 4, 8, Lessons 7, 10, Lessons 8, 12, 14,

19, 23, 29 11, 17, 32, 14, 19, 20, 17, 19, 25, 32,

40 23, 28, 32, 33, 37-38, 40-41

38, 39, 41
THEATRE FORM
775Erme,

Lessons 23-

28, 35

Xiights
Lesson 11

Lessons 11,
18

2FroDerties

Make-Up

Lessons 19,

23-24

Lesson 15

Lesson 34

Lesscn 15

Lesson 22

Lesson 11

Lesson 16

Lesson 29

Lesson 29
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THE LANGUAGE STRAND

Teaching About Language

There are two kinds of language instruction. The goal of one is to

detelme 2.411 in ming linsuel. The goal. of the other is12 bra Am-
miwi out Unmans. These two kinds of instruction are intertwined in
much of this elementary English curriculum. Though they are related, a
teacher should be aware of the differences because of the differences in
what to expect from each and the techniques of teaching. The differences

In the two are related to what linguists call ltnnistic monotones and
linguistic mranten.

As linguists use the term, linguistic rismAtna refers to the inter-

nalized knowledge of the rules of language that enables am normal human

being, no matter what his background or culture, to produce utterances in
his language and to understand the utterances of others. It is what we

acquire re in the first few years of life as we /earn, our native language.

It i probably not possible to actual-14,1ga this kind of competence. In
fact, it is impossible to prevent a normal human being from acquiring it.
How this happens isn't very well understood yet, but it seems clear that
we unconsciously acquire a whole set of rules for producing sentences.
By the time a child canes to school he has acquired a substantial part of
this body of rules that govern his use of language. He can think and

talk in sentences, many of them quite complex. He can make statements,
both affirmative and negative, can ask questions and give commands. He

can combine simple sentences into more complex ones. He of course doss

this without being aware of what he is doing.

Linguistic performance has to do with hog a person uses his inter-

nalized knowledge of the language. Performance varies from person to

person, and each of us has different levels of performattle,i44:idifferent

times, depending upon such things as time, situation, our pnysical well-
being, and state of mind. Language instruction in spelling, writing, and
the effective use of Isnguage is really concerned with performance. Both
composition and literatue are concerned with the uses of languagewith
performance.

The other kind of language instructionteaching 0.221 language --is

more concerned.. with linguistic competence than with performance. Its

goal:, are primarily:

1. To make the child aware of language and what he is able
to do with it.

2. To help him understand something about what language is
and how it works.
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3. To develop in him an interest it: and curiosity about
language and a sense of confidence in his own ability to
use it.

What does it mean, to teach gbcat language? When we make a child
conscious of what a sentence is we are teaching his about language. If
we make him conscious that some sentences are statements and some are
questions, we are teaching his about language. When we make his conscious
that if iv, give his a statement he can turn it into a question we are
showing him something about his own linguistic competence. This isn't-

something someone has to teach him. He already knows how to do it--and
many, many other things. When you make him conscious that as a human
being he can-use language and can do many thing's_ because he can use it,
that animals can't, we are teaching.him about language. We are "...aching
him about language when we help him realise that he can use language to
get what he wants; to commtnicate with people far away; and to tell
people where, when, and what. And we arm teaching about language when
we teach him that language has sounds and parts that go together in a
certain way, which hi is already aware of, and that words have many kinds
of meaning.

The language strand in this curriculum is not concerned so much with
the uses of language as with the nature of language itself as a uniquely
human phenomenon. (Other s of the curriculum are concerned primarily
with the uses of language.) This approach to language study is based on
several convictions: 1) that language is such an important part of human
existence that it is worthwhile for hauls to understand something about
it; 2) that elementary school children have already acquired the complex
set of rules that enables them to use their language, though they are not
aware of what they know; 3) that the purpose of language study in the
school should be to help children become aware of what they know about
and can do with language; and 4) that such an awareness is of interest to
children because it helps them to appreciate and understand something
about themselves. Throughout the curriculum, we emphasise what the child
already knows and can understand about himself. Indirectly, developing
an attitude of appreciation for and interest in language shluld carry
over to the lessons in Other parts of the curriculum where students.are
concerned with the uses of language.

The language lessons in this curriculum incorporate a number of the
concepts and principles and some of the information which have been made
available by modern linguistic study. These concepts are developed at
different levels in different years, thus reflecting the philosophy of
Jerome Bruner that children can understand the basic print of any
discipline if the principles are presented at a simple at unsophisticated
level. The lessons for grades 3-6 are organised into separate but "elated
.units, each of which develops one of the concepts about language. The
curriculum for grades 1 and 2, although it is intended to be unstructured,
provides a background of understanding-that the curriculum of the higher
grades can build on. The concepts, as they are developed in grades 3-6,
are discussed in the following paragraphs.
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1. Wow is an internalized human system: An living creatures
have some means of' communicating with other creatures of their own species.
These means range from simple tactile signals by which one-celled crea-
tures attract others of the same species, to the complex system of the
social insects aid of man. Man communicates by means of human language.
Though lent-rage is not man's only means of communication it is the most
complex, and other means are related to language and can be interpreted
by language. Human language shares same of the charaaseristics of the
c ammmication systems of the lower animal:. Like them, it makes use of
arbitrary symbols that are used in a predictable way, that is, according
to rules. Each species of creature has its own system. Sane systems
are quite Limited in the messages that can be produced. The_human. system
is organized in such a way that an infinite number of messages ( sentences)

are possible. This is one of the characteristics of the language oX
humans that is shared by almost no other species.

Iri most systems, the creatures using the system can both produce
messages and understand.meesages being produced by other members of the
species. Humans are both hearers and speakers of the language. But the

one characteristic of human language which, as far"; as we know, is peculiar
to the human system is that humans need no inmediate stimulf to trigger
the use of language. Man can cowman ate about what happened long ago
and far away; he can use his .language to commu-icate about what may never
happen as well as about abstract ideas. This cli...tacterisuic is undoubtedly

related to his ability to develop a complex civilization and to the nature
of the human mind itself. SO the study of language helps us know some-
thing about ourselves.

The lessons in the first two units of the third and fourth grade,
"Human Language" and "Communication Systems," and the first unit in the
fifth and sixth grade language curriculum are concerned with this concept
of Inguage. They attempt to do two things: 1) by comparing human lan-
guage with animal systems of communication, they attempt to make students
aware of how human language differs from animal systems and how it en-
ables human beings to do many things that animals cannot do; and'2) by
examining various systems, the lessons try to make students aware that

language is a system which they already have and can use.

2. The stem consists of a set of rules. The third unit of the
third and fourth grade curriculum, "You Already Know It," and the second
un.a.c of the fifth and sixth grade curriculum, "How Sentences Are Made,"
are concerned with the nature of the system, that is, with the actual
structure of sentences and how they are put together. This is the area
of language study commonly referred to as groaner, and it is important
that we now define this term as it is used in connection with this cur-
riculum. Many people believe-that there is a "corn at" and an "incorrect"
way to use language, and that grammar is what tells us which is which.
For them, that which they consider correct is grammatical and that which
is incorrect is ungrammatical.. Moreover, they believe that correctness
refers to the forms preferred by the speakrs of "standard English," al-
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though the forms of standard Engiish yam greatly from place to place

and person to person.

The term grammar as it is used in modern linguistic study, however,
refers not to a standard of correctness imposed from without but to the
internalized rules which speakers of a Um= follow in producing and
understalviing the sentences of 1.12& loom and to A descrirition of

these rules. A sentence is grammatical, 'cording to this definition,

it has been produced according to the rules of the system. It is ungram-

matical if it has not. Thus

I ain't got no pencil.

and

I don't have any pencil.

are both Rrgli Rh sentences produced by rules of the language. One of the

sentences is preferred by one set of speakers of English, and the ot'aer

by another. But both sentences belong to the languages and both have
bean produced by the internalized rules of the speakers. They simply
represent two different varieties of English. On the other hand,

have don't no pencil I

has not been produced by any rules of Roglifth and would be used by no
speakers of English. It is a completely ungrammatical group of words.
A study of grammar, then, Is concerned with describing the actual system

that is language.

This elementary school curriculum does not concentrate on the rules

of grammar air on grammar as a formal system._ _Rather, it is concerned
with developing some concepts and making students familiar with some
terminology that will prepare them for a more detailed study of grammar
in later years. It might be called a pre-arammar curriculum.

One of the concepts developed in this language curriculum is that
sentences are made -up of parts within parts within parts. Students are

made aware that they already subconsciously recognize the differences
between the various parts of sentences and know how to put them together.

After they have identified some of the partsnot by definiticn or by name,

byt by seeing. how they behave in sentencesthey learn what the parts are
called:. nouns, verbs, adjectives, adverbs, etc.

Students also discover that they know how to ccmbine sentences and
to change sentences around according to grammatical rules. They can make
questions out of affirmative sentences and affirmative sentences out of

assives out of actives and actives out of passives. They know
how to make sentences negative. They know how to make relative clauses,
without knowing what a relative clause is. The emphasis throughout is in



showing students what they already know about language and are doing with
it all the time, not just in the classroom. This kind of awareness is
sound preparation for the specific study of grassier in the j--nior high

school years.

In the language curriculern we make no sustained attempt to impose a
particular variety of English. This is not to say that it is unimportant
for students to become aware of the differences between the usage preferred
by educated speakers of English and the forms these speakers avoid. It

is to say that we do not believe one can impose a different variety of
English merely by setting up-a lilt of "does" and "don'ts" in the class-
room. It is our conviction, based on much evidence in linguistic re-

search, that people do not change their patterns of usage until it be-
comes expedient for then to do so, and that this normally doesn't happen
in the elementary school years. Or the other hand, if we make young
children overly anxious about whether they are saying the "correct" thing
or not, we can inhibit their free use of language, and it is this free
use that we want to emphasise in these early years. Once students have
learned to express themselves both in writing and in speaking with ease

and fluency, they can be held increasingly, through the six years of
junior and senior high school, to the requirements of educated usage, as
they are to other conventions of the adult world.

3. Words, are the 1di g blocks of lanatuuts. Although teachers of

English language arts should be aware that words themselves can be broken
der.', into smaller units (usually called morphemes), it is not inaccurate
to think of them as the building blocks of language. The units on words

in this curriculum, called "Men With Words" in the third and fourth grades
and simply "Words" in the fifth and sixth, are concerned with showing
students all the various things they already know about that they
are pronounced, they have various kinds of meanings, and they have dif-
ferent functions in the sentences of the language. In the fifth and sixth
grade curriculum and in a few lessons in the third Ind fourth, students
learn something about the history of words and how they have entered the
language. At each level there are sections on using the dictionary. Over-
all, the units are intended to make students "curious about words; con-
scious of the way they use them; and proud or their individual stock of
words (their word bank), which they are encouraged to increase.

4. BILMM igraftalz sheaba. As long as language is used it
will change. The process is usually so gradual that we are not aware of
it, but because of what we know about how language has changed in the past
we can be certain that it is changing right now. Over a long period of
time the changes are quite regular, though they may seem isolated and un-
related at arcs given moment in history. We don't know what causes many
of the changes, particularly changes in pronunciation and grammar, but
we do know that certain events in history have had an effect on language.
English is different from other languages because of various historical
events. One was the coming of the Germanic tribes, the Angles and Saxoiii-

and Jute's, to the British Isles, where they were isolated from the speakers

of dialects of the language. Another was the invasion of England by the
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French-speaking Normans, who ruled it for several centuries, leaving a
mark on the language.

In Language V and VI the section on language change, called "Lan-

guage History," attempts only to make istudents conscious of language
changes by letting them see and hear English in various stages of its
development and by telling them about sale of the historical. events that
have had an effect on the language that they speak today. There is no

unit on languaws history as such in the third and fourth grade curriculum.
Instead, student: are briefly introduced, in the unit called "Fun With
Words," to the fact that words have a history.

5. kiniman has End variety. Because language is constantly
changing and because of the great variety of factors which affect language,
it is inevitable that languages vary front place to place and time to time.
Even individual speakers of the same language vary greatly in the lan-
guage-they use.-- People who belong to the same speech calamity, that is,
who.live close together and speak the same variety of a language, are
said to speak a dialect, of the language. Each of us speaks a dialect
of Ing,lish, for example. No one dialect is any better intrinsically than
am' other. It is je.::t different. Dialects vary in pronunciation, grwe-
statical structure, and vocabulary. In addition to the variation among
dialects, within any one dialect there ire variations in style which de-
pend on the occasion and the purpose for which we are speaking. We are,
for example, more formal with seise people than with others, and more
formal on some occasions than-on others.

The purpose of the lessons in the unit called "Variation in Lan-
guage" in the third and fourth grade curriculum and "Variation" in the
fifth and sixth grades is to help students understand 1) that variations
and differences exist in languages as in other things (we don't all look

alike, &ass alike, act alike); and 2) that such differences are natural
and inevitable. The intent is to develop an attitude of tolerance for
individual differences, in language as in other things, ars: Aso to help
students became aware of same of the kinds of differences that exist.
Such an awareness and tolerance should eventually contribute to an under-
standing of the differences between the usage of educated speakers and
the forms that these speakers avoid and should help students, in later

years, to choose intelligently for themselves the variety of English
they wish to speak.

Usually the variations from the norm which one finds in a classroom
make up a fairly small percentage of the total language output of any
one child. Basically, since we are all speakers of higlish, our-dialects
are more alike than different, else we, could not understand are another.
But for someone who quivers when he hears the word "ain't," this small
percentage may receive far more attention than it deserves proportionately.
For those teaching in some of the inner city schools the variation nay be
greater. That is, there may be students whose dialects vary to the ex-
tent that they interfere with ccemmnication, almost as a foreign language
would. In other words, the dialects may include many'basic rules that



differ from those of standard English. In that event a teacher needs to
understand the nature of the differences and should seek help Ade of
this curriculum. Such students require special instruction and a dif-
ferent kind of curriculum.

The Language Strand for Grades 1 and 2

The language performance of many children in the primary grades (and
older) is not equal to their competence. Therefore one of the goals of
language instruction in thee. grades is to raise their level of performance,
to help them use better what they already know unconsciously.

Again, though there is much that is not known about her people acquire
language, it seems clear that performance can best be developed by pro-
viding the environment and the experiences that expose children to lan-
guage and require them to use it in natural situations. A child that has
been talked to a lot and has grown up in the kind of environment that en-
ables him to converse frequently with others usually arrives at school
with a higher level of linguistic performance than one that has not been
raised in an environment requiring each use of language. This has nothing
to do with his IQ.

So it would Seem that one of the most promising approaches for de-
veloping linguistic performance in the primary years is to provide the
experiences for the child to hear and use language frequently. The ex-
perience approach to composition in this curriculum attempts to do just
that. As in the upper grades, it creates the necessity and the desire to
use language and provides ways to explore its tees. In a different way
the literature curriculum does this also, by providing mach exposure to
language used imaginatively and effectively. And to the exte it that lan-
guage is involved in drama, the curriculum also provides an environment
whe:-e the child will be motivated to develop his linguistic performance.

The language curriculum itself, in the primary grades as in the upper
grades, is more concerned with teaching about language and in doing so
uses two approaches. Since any experience that involves language can
provide an opportunity to talk abc language, there are a variety of
suggested activities in connection with the stories and pools in the
literature section. They deal with mazy aspects of language. It is not

intended that they should all be used. They should be selected with
great care at appropriate moments so that they enhance rather than de-
tract from the enjoyment of the poem or story. They are provided to help
the teacher spot the opportunities for language instruction which can be
used when Anything involving the use of language is being studied.

The other approach to teaching about language is independent of the
other strands in this curriculum. It consists of a variety of game-like
activities which require students to use language and to discover some-
thing about it and about what they are able to do with it. For example,
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there are games that require children to build sentences and help them
discovertthat words go together in a certain order. There are sentence-
combining games that provide practice in constructing complex sentences.
Each of the games concentrates on a specific aspect or fact about lan-
guage. There is little or no attempt to analyse or identify parts by
name. The idea is that by isolating a particular language fact and build-
ing a game around it, we can make the child conscious of the particular
fact. For example, a game that concentrates on .1 the ways it is pos-
sible to tell idlers something is would develop an awareness in the child
of this kind of part in the language. It could also, of course, increase
the child's ability to use this kind of peirTh:1Later on in school he
will learn that this kind of part is called a "place adverbial.") The
overall purpose, of course, is to provide familiarity with many aspects
of language that can serve as a starting place for the more structured
curriculum of the later years.

Me Format, of the Lessons for Grades

The teacher material for the third and fourth grade curriculum con-
sists of seven units bound irt_ seven separate booklets. Each booklet con-
tains an introductory section which includes a statement of the pur-
pose(s) of the unit, a list of materials needed for teaching it, and back-
ground information about the concepts to be taught. In addition there is
a specific statement of purpose andlist of materials for each individual
lesson and a detailed section of suggested procedures to use. Most lessons
also include suggestions for possible extension activities. Some lessons
t . no student material, but 'whenever there is material for the student
a cow will follow the teacher version of the lesson. Copies for the
student are printed separately and are contained in manila folders
labeled with the name of the unit, the name of the lesson, and the "le
level. In each folder are enough copies of a lesson so tt.at each student
may have one.

Many lessons also include supplementary material consistirg of such
things as 4' es, charts, material to use or the overhead, activity cards,
etc. All a supplementary material (except the tapes) for each unit is
found inside a Supplementary Material envel.--e which is inserted in the
Cow of the teacher's guide for that unit.

The teacher versions of each of the lessons in the fifth and sixth
grade. curriculum include a statement of impose of the lesson, a de-
scription of the content, whatever background information is needed to
teach the lesson, and sane suggestions for procedure. A copy of the
student lesson is also included when there is one. Copies for the stu-
dents are filed separately in manila folders labeled with the name of the
unit, the number of the lesson, the name of the lesson, and the grade level.

The units called "You Already Know It" and "Fun With Words" are the
same for both third and fourth elides. Each includes sane material
which is probably more suitable for the fourth grade level than for the
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third. Suggestions are made for using this material only with the more
advanced students. When choices are possible, as they often are, in se-
lecting material to use, these are noted.

The Annroach in Grades

Throughout the curriculum the approach is inductive. The lessons
are for: most part designed to get students to think about language
for themselves and to help the teacher induce certain information and
generalizations from the students. The emphasis should be on developing
the child's natural curiosity about language, creating an awareness of
and interest in language as every personal thing, but not on imposing
the "right" answers at every point. The history lessons, of co*rse,
necessarily consist of information which the students will read about.
But there are also questions which shoull lead to generalizations.

{+'
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THE COMPOSITION STRAND

The composition curriculum is based on the belie: efftive
speaking and writing can be taughtthat carefully. plait- 4 lessons ca-
encourage growth in cognitive skills and verbal express ,n. But because
we recognize that composition is not easy to teach and at many teachers
may welcome help in teaching it, we have tried to develop each lesson in
the composition curriculum quite fully. That is, each lesson contains a
sequence of teacher-directed activities intended to arouse children's in-
terest, help them discover things they wish to say, and then lead them to
present their thoughts and feelings either orally or in writing.

We regard-proper motivation of the child as fundamental and have
therefore given it a good deal of attention. Each lesson begins with an
activity or discussion to capture interest and focus children's attention
on a given task or problem related to a compositiOn-aosignment or to the
development of skills-and attitudes useful in composition. For example,
one lesson may involve doing an experiment, another may present a prob-
lem to solve while yet another may involve talking to other people to
get their opinions or reactions.. Each lesson provides a complete teaching
strategy for using the activity to develop composition skills.

By the time children enter school, they are already proficient in
using language; most of them are able to communicate orally nearly every-
thing theY want to say. The major objective of the composition curriculum
is not to teach students to speak and write but to increase their ccm-
petenceto help them speak and write more easily and effectively. To
this end, the composition curriculum provides opportunities to explore,
to think about, and to use language in interesting and meaningful situa-
tions. Furthermore, it provides an opportunity at all grade levels for
students who are ready to assimilate, either consciously or unconsciously,
additional techniques for more effective communication, without at the
same time penalizing or putting undue pressure on less Gapable students.

Levels, A EAR (Grades One ma Tom)

Composition activities in the first and second grades are predomi-
nantly oral, both because children-in this age group are obviouuly still
limited in their writing ability, and because adequate groundwork in oral
language skills must be laid before children can be expected to write well.
The composition curriculum for these levels offers a variety of games and
other activities designed to encourage the development of proficiency in
oral language and to introduce children to written composition.

The composition curriculum for grades one and two is not structured.
Rather, it is composed of activities of an informal and exploratory nature
to help children acquire necessary skills and discover the pleasure there
is in using language for self-expression and communication. We do not
mean to suggest, however, that a chiAls language development should be
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left to mere chance. Thoughtfully planned experiences within a stimu-
lating environment will help to encourage maximum language development
in the child.

We try, in the curriculum for these two years, to foster various

skills and attitudes which we hope will lead the child toward more ef-
fective speaking and writing. We wish to encourage children to:

1) be keen observers,
2) be imaginative:
3) listen to and enjoy the rhythm and sound of language,

4) explore and extend their ability to express a wide variety
of thoughts in language,

5) think clearly, and
6) develop a favorable attitude toward speaking and writing.

Young childrenmeed many opportunities to expand their linguistic
competence. Thi early years should be a time of exploration and die-
.opvery about language. For example, children not only need opportunities
to discover the value of the senses as sources of information, but they
also need to explore possible ways to verbalize their experiences. Variety
and individuality are to be encouraged as children attempt to report in-
formation, share personal reactions, and establish new relationships.

Attogio-

A variety of experiences is necessary to provide the child with
things to speak or write about. Opportunities for experiences, both real
and imaginary, are almost endless--drama, literature, visitors, tripe,
films, nature, etc. But the complete task of t...,-ohing composition in-
volves more than merely providing experiences. *. s depth of a child's

experiences and how he processes an experience are also important. A
child therefore needs to be encouraged to think about his experiences, to
sort them out and evaluate them. He needs to develop the tools to express
his thoughts; and he needs to have a favorable and confident attitude
toward his ability to use language.

The composition curriculum in grades one and two attempts to help
the child toward effective. speaking and writing by providing caref414
developed lessons and games that will cause him to make important dis-
coveries about usillg his language; Direct teaching suggestions are given
to the teacher for lirAgistically enhancing a child's experiences and
setting the stage for more sophisticated levels of language proficiency
at a later time. For example, the game activity entitled _ "Spin a Sound"
stimulates a child's awareness of and delight inIthe sound of language--
specifically, repetition of an initial consonant pound. not only does
this activity give the child pleasure at his priiary level but it is a
foundation for understanding later on in school, more complex concepts
such as alliteration and the relationship of sound and mood.
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kv411.1 W.12 (Stigliatitt and EM)

Lessons intended, for use at the third and fourth grades emphasize
the development of sensory awareness and the use of imagination in speak-
ing and writing. Although improvement of composition skills is the ulti-
ma goal of the curriculum, an important intermediate goal is to build a
favorable attitude toward composition. We hope that students will enjoy
the lessons, that they will have something they want to say, and that
they will feel pleased with what they produce.

Students need to be able to explore, to think and to react to ideas
if they are going to have something to.say and be eager to say it. To
encourage the desire to communicate ideas and to assure a satisfying ex-
perience*, the teacher should take enough time to get students ready to
speak or write. In a typical lesson in this curriculum an activity or
thought-provoking question is used to catch students' attention and get
them to footle on a specific task. Then the situation is expanded to de-
velovideas and concepts at various thinking levele. Under the teacher's
guidance, the students should interact according to their own experiences
and attitudes.- Through this process, a composition that is uniquely theirs
can be generated. Such a readiness- for - composition period is a vital part

of teaching students to speak and write effectively. Attention to the de-
velopment of thought and expression at this point mill not only increase
the quality of the ccnivsition but will reduce the need for correction
and revision.

Lessons in the third and fourth grade curriculum are not arranged
in sequential order. Although they have been grouped loosely according
to subject matter, these groupings should not be considered separate
units of study. We assume that the teacher will choose the lessons most
appropriate for a particular class, keeping in mind the needs of the
students, possible correlation with other areas of the curriculum, the
need for a-variety of speaking and writing_activities, and so on. We
want to emphasize that composition opportunities should not be limited to
the lessons in this curriculum. Almost any aspect of elementary school
studies may give rise to_ezercises in oral or- written uses of English.

Notice that each grade level has a section of lessons for seasons and
holidays which, of course, will have to be taught at specific times. Also,

three of the lessons in the section LET'S PRETED--WITH STORIES may be
used effectively as follow-up activities for lessons in the literature
curriculum. They are included at the end of Composition Curriculum D
but may be used whenever the corresponding literature lessons are taught- -
in either third or fourth grade.

Copies of worksheets and special materials needed to teach specific
lessons are included in the teacher's edition of the Compwition C and D
volume. In additions-there is a Composition Materials Envelope which
contains loose copies of these ma' erials for easy duplication. (Tapes

needed in teaching sone of the lessons are provided separately.) The
materials included in this special packet are marked with an asteriek



on the lessons themselves and on the List of Composition Materials follow-

ing the Table of Contents.

Levels Y And YI (grata Fin AA Zs)

Lessons for fifth and sixth grade students are organized in five units

of fur or five short lessons each. Each lesson focuses on a different
technique of effective composition related to the over -all topic of the

unit, Inmost instances the lessons are developmental and culminate in

the last lesson with a writing assignment in which the students have an
opportunity to apply what they have learned in the ;receding lessons.
The teacher may not have time to teach all the units, but it would, be
desirable to complete all of any one unit before going on to another.
Some of the units are marked 'optional and may be omitted if there is not

enough time to teach all of them.

The units should be spread out over the school year, allowing ample
opportunity for other less structured kinds of composition experiences,
such'as are found in the other strands of the curriculum. However, be-

cause lessons within each composition unit focus oa a particular skill,

the lessons in a unit should be completed fairly c.,.Jca together-intIme.
The teacher must be the judge of when to present t!± rawct lesson in his

or her classroom. Having a formal cappositiiih leis, love* day would

defeat the goal of enjoyment. On the other hand, ifs the students' at-

titude is favorable, it may not be too much to present certain lessons
on consecutive days; at other times, two or three days between lessons

might seem. wiser.

Ifiach individual lesson includes a statement of purpose, a brief
resume, background information for the teacher, a list of any special
teaching materials that may be needed, and specific suggestions for teach-
ing the lesson. The teaching procedure suggests an approach by which to
interest and involve students in the lesson, and questions to stimulate
thinking. Before beginning each lesson, the teacher should read through
the entire lesson, including the suggested teaching strategies, to became
familiar with the concept to be taught, and thim adapt the plan to fit the
needs and interests of the particular class.
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During its five years' of existence, he :Oregon- Mesentery- NogLish
Project produced:and- tested an OXperisental curriculum in the English
language- arts -for_ grades one through-six .- :draidng on the cam/3148d_ ex--
petite of University specialists in English and Education and of muter
teachers- -frail the-elementary schools of _eight cities in-Oregon and Wash-
ington.- --the -currioultim, which has- been tried _out by some -150 teachers
ant amoral thousand:children, is. consistait with sound current knoWledge-
of-the disciplines -from-which the language arts derive- their substance,
and is at= he same tike_realistically adapted_ to the ability levelgi of
the majority of-children -of elemental, school age. ---Together;with- the
secondary-school English curriculum prepared by-the Oregon Curriculum
Studs* Center between -1962 _and-1967, it comprises a- twelvoryear- course
of -study unified-by a consistent philosophy and_ structured- both by con-
cept4-_drawn--from the -subject--matter'-of the-English-language- arts and by
a- realistic assessment -of- -the learnint4atterne-- of-_ children.

- The study of childrento-literature indluded in -the six years of the
experimental elementary schoOl curriculum has aimed, is believe with con-
-siderable success,_ at_ -introducing_ children to awide_atariety of poems
a n d s t o r i e s t h a t they= w i l l e n j o y_ a n d that at t h e s a m e time-have b e e n
c h o s e n w i t h an eye:to their worth- as._ childrentsliteratur* Litersr-
ture -floret largely inthe-program for,ite high inherent interest (at-
tested --by-its -long =survivaLinrmany cultures) and-for-its value as a_
beds of -cession reference and allusiga in'our-clociety. _The drama cur,_

which-has aroniset keen interest *song Children- ant teachers
alike,--is-to=the-best-of our-icnoidedgewninue-in--iserican school=curricula,
comprising as it -doed a nix-year course e-of study organised-sequentially
arotindbasic concepts-of dramatic art. It acquaints --the child with
elements:of 'drama ant at the -same tine--encourages_=him to make--use cif-them
as -a- means ordevelordng his.imagination and upraising -himself. The_
langUage curriculum has- attempted to interest:children -in ;language- as-
something that is in a real-=sense_ m'part of them and-that they, already
know how to use-with great-isktll'and complexity._ 13yinaldng them-con.,
scious of what -they _knoir-aboutnand can do with language, we MVO-tried-to --_
formspositiWe-attitudes toward the study of language and introduce-thee
to other informatiel-labout language that will lay a-feu:dation for the -

systematic study; of grammar- =in secondarrtschool- Through -the compoimition
curricubma we-have endeavored to cultivate =a apontantious-ard 'unforced: in--
terest in the use of language, oral andwritten, as eseans of_ccemuni-
cation and self=expression,_ and we have:provided a great many exercises
in_ observing, reporting, -_ and -imagining- so as- to develop- skill i_n language
end pleasure- oda& it well. =

-7.17,4 section on "ResUits=in-thio -report-contains a sebum? and in-
terprotation of-the-- sUccess of- the =experimental curriculuM -based- on
student test resulta -and--onievaluation forms Completed by Pilot teacheis.
This information bears out the conclusion that-the curriculum was gem-
orally Well received by children and teachers. But it should be -noted
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that -a great-many teachers did not-- turn- in-test- results or evaluation
ions systematically,- in spite Of-all the encouraging and even prodding
that_We could do. This difficulty was especially-evident-at the first

and second grade levels, where the task of teaching beginning :reading and
writing limited the -re :Aber-of Projact-lesions-that--ccald,be taught and-
apparently left Many teachers too little time to fill- out evaluation foss
for-those lasionethey-did teach.- Tet even those who -turned in no-formal
evaluation data at anion: nearly always enthusiastic in their comments
-about the- curriculum when members of the _Projsct_ staff visited their
classrooms- or talked With:them at-meetings of pilot teachers. =To conclude
front this tact, --'as we :lire tempted to do- that- the general reception of
the curriculum was even sore -favorable than the-evaluation section su&
goats is of --course -matter-: of =personal= interprotation.,-,--- Telt there is --
more concrete evidence to azipport_ such a view: In every district where

-the curriculum has-been needs-the great majority of pilot-teachers plan-
to continue using -all thOse materials that denot,cont_ain copyrighted -
selections. 'Aide includes :Ali the .dralia,--alk the -caepoaition, --all the
language, and, a-considerable- park-of _the- literature. Several districts
are -duplicatlng a large pert of-the AncropyrightedAsterials It:their :own s
expense for -wider distribution_ among= their Utichere-;-_- each of -the*
eight participating _cities, both leachers--and School _adodnistratorehave
continued- to invite -AbOut -the :likelihood-or regular_publication of- the =
curricUlum.-- -We -hope that- release of the experimental --curriculum to the-
public domain-will serve:tor interest--writers and-publishers in it, so
that rewritten versions of it -became available= nationally.- -





OP.ECON ELE/04TAP.Y ZIOLISH PROJECT

,University of 01.egon

Eugene 97403

TEACHER EVALUATION: POEMS AND STORIES

.Name of teacher Date

School and city Grade(s)1 you -teach A-43

Title of selection
.--

DIREMONS: _After your (or read) this .selection, ple-aSe complete

this form -and mail it to theProject office- (address-above). Ten will be reimbursed --

- for postage._ The judsents you make in -this -report-will be_ tabUlated with-those of

_
other teachers -and form the _basis- fer an-evaluation of the -suitability of the selec-

,. -

tion for' children _of this _age level:-
---

This report. ssks for your informed opinion.. Please circle the limber on the scale of

"3." to "Ts that indicates most -nearly your opinion with respect to each question.

1. The language and ideas in the-selection were within the children's range of under =__

s = .

seldom
-1- _

2. The majority of the children enjoyed, the selection.

3.

5:

6.

-Seldom _ . ,

nearly_always
6

nearly always
3. - 2 4= 5 6

_

The reelection made the children more responsive and interested-than usual.-

seldcm
1 .2 3 4 5

nearly- alfiays.

6 7

The lead-in exercises and comprehension questions= Were-Useful.

not-very

___,

The students were able to answer and diseuss_the ebinprehensioniqUestions.
_r

seldom
c

' _

- nearly always
_-- I.*;. _ 2- -- :3- --4 5 -_ 6 7

=very

5 6 7

If this selection was accompanied by Composition, Drama, or. Lane-liege activities,

the activities aceomplished the objectives stated for them in the.lesson.

seldom . nearly always
a. ,Comp. 1 _ :2 4 5 6 7

b. Drama 1 2,. 3 4- 5 6 7

c. km. 3. -3 4 5 6- 7
.

.
-

7. If this selection was., accompanied by-COmposition Drama, or Langua, activities,
the activities added.to, the children's interest in and appreciation of the selecti:m.

seldom .
nearly always

a. Coma.' 1 2 3 4 II 5 6- 7

b. Draina' 1 2 3 4 5 6 7

c. Lane. 1 2 3 4 5 6 7



Name of teaeher

OREGON rfatENTARY ENGLISH PROJECT
_University of Oregon

Eugene 97403

TEACHER EVALUATION: DRAMA LESSONS

Date

School and city Grade(s) you teach
A-B

Title of lesson

DIRECTIOnS:_ After-your children have done this_lessonvplease ccmplete this form and
Mail it to the Project- office (address above). You will-be reimbursed,for .,ostage.

The -- judgments you make .in be_ tabulated with those of other teachers

-and`tqwthe-basis _for -an evaluation -of the success'of the lesson.
_

This report asks for your informed opinion. Please circle the number on the scale of

"1" to "7" that indicates most nearly your opinion with respect to each statment.
Please note that "7" indicates the most_ favorable opinion, and that "1" indicated the
least favorable - --'. _

:=1. The- lesson was sueeessfdl in = accomplishing_ stated-ob3ettives.
A ,

not-very Very

--1-1 _ "2 3 4 5 6 7

-The children-foundltbe-leason_enjOyable.

not very' very

1- 2 3 5 6 7

3. The lesson was successful in encouraging the children to respond with 'imaginative
ideas.

not'v4ri very

-3- -4- 5 6 7

. The waS successful in making the children want to express themselves.

not- very_ very

1 3
z-- '4 . 5 6 7

, .

, . The direetions in the lesSonere-were communicated to the children.-w u

--not very very

1_ 2 . .3---- 4 -5' 6 7-
. The_tontent and,form-of the lessonsvere_appropriate for the peer interaction

level-of your elate.
.

not .very very
-1- _ 2' 4 5 6 7

_

Please,add herelany additional domments-or suggestions you have about this ledson.
. -

A-2



OREGON ARY ENGLISH PROJECT
University of Oregon

Lhgene 97403

TEACHER EVALUATION:' DRAMA (SHORT ACTIVTTlES)-

Nate of teacher Date

School and city
Gra( le(sy you teach

DIRECTIONS: Each time after you have used one of the ',Short Activities" in the Drama

materials, please enter the name of the_particular actiiity in the space below and

circle the number on the scale of "1" to "7" that indicates most nearly your opinion

with respect, to each of the= three statements given.

After you haVe recorded evaluations of enough "Short Activities" to filrthis Xona,

please'mail the' form to the Project office (address above). You will be reiMbur:ed

for postage. Please use additional copieeof the form to evaluate other "Short Ac-

tivities" that you use later. .. ... .. .......
1. Children responded 2. Children readily 3. Directions for

guickly and ;easily, ifocuted_attention=on the teacher were

and enjoyed- the ac-_ anggested situation. satisfactory. -

Name of Activity tivity;

a not
very- ._-
1 2 3

not _

very
*-5 6- _7

not
very

-- not-

very Very- Very_- very:
1-- 2 3 4 5- -6 7= 1, 2 -3- 4 5 6_ 7

_ very
-5- 6 7

et --
eq.,.
1. .2 *3 4 5 6 .

ot
,ery
1 2 3 4 5 6"171

not = not of

Very very very . very cry very
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(MON .371.121ENTARY EtZGLIf..:H PROJECT

University of Oregon
.. Eugene 971403

TEACHER EVALUATION: LANGUME

Remo of teacher Date

0::hoo1 and city Grade(s) you teach 21=B

Title of game

TP:REfrfart_: After you have had your, children play this game, please complete this fol.7
and !lai.1' i.t to the Project office (address above). You will be reimbursed for postage,
The ;:udc.....c-4ts you mz,ke in this report will be tabulated with those of other teachers
and form CIe_*basis- or an evs.:Iitation of- the success-of the game.

-
Thjs report czks for your informed opinion. Please circle the number on the scale of
"1" .to "7" _that indicates mostrnearly your opinion with respect to -each statement.
Please note that "7" indicates the most favorable _opinion, -_ and that _"1" indicates the
least -fet-,..s.rable-.' _- ' ,__

1 011. - .. ....
,

1 ;, The game was stiacessful in achieving the stated purposes.

not very very
1 2 3 4 5 6 7

2. The game was successful in appealing,to children of varying interests and ability
levels.

not very very
1 2 3 4 5 6 7

3. The game was successful in drawing uion the children's intuitive ("built-in")
knowledge about language and in encouraging them to discover answers for them-
e()) yes.

___- -.

not -very very
1--- 1 I. 2 3- 4 5 6 7

4. 'The, "Suggested_ Procedires" provided.enough information to enable you, to use the
gate'endoefieftilly With the children. 4-1° :,

seldom nearly always
1- 2 3 4 ' 5 - 6 7

5. The game was well suited to the ability range of the majority of the children.

not very very
1 2 4 5 6 7

6. The game'was successful in helping-to increase the children's awareness of language
and interest in language. _

not Very very
1. 2 3 4 5 6 7

A-4



OREGON -FLPKERTARY ENGLISH PROJECT
University of Oregon

Inagene97403

TEACHER EVALUATION: d0:40SITION ACTIVITIES

Name oftiacher- Date

School and city

Title of activity

After your_ children have completed this activity, please complete this
1'0:1 ana_mailitto the_Project offied (address above).. Xoumill be reimburs ' for

postage. The jecoents.you make_in this report .will be tabulated with those of other
teachers-and font the basis for aDievaluation of the success of the activity.

Thic_report asks for-your informed:opinion. Please circletho number on the scale of

"1" to '!7,!' that indicates_most nearly youropinion.with-cespect to eachatatcpa,:nt.
Moil:et-note that "7" indicateathe-most favorable Opinion, and that Hle indicates the-
3cat favorable

Orade(sj you teach A-B

1. the Children seemed to find the activity enjoyable.

net very very

1 2 3- 4 5 6 7

2. The actiVitivas_appropriate'for this age level.

not very
2 4 ?

very

1 1, 5 6 e, 7

. The stated objective or objectives v. ere Successfully achieved.

not very very

1 2 3 4 5 6 7

4.' The activity was successful in encouraging independent thinking.

not very very

l' 2 3 4 5- 6 7
.

5. Directions and materials for the aCtivitY were satisfactory.

not Very very

1 2 -3 4 5 6 .7

*4****

Please add here any comments -or suggestions you have about this activity.

0

A-5



oianou ran rtM mann PROJECT
University of Oregon

Eugene 97403

TF.ACHPIl ASSECSMENT: blIIPATURE CURRIcULUM"

Rare* of teacher Date

School at.i city Grade level C-1)

Title of Unit

M20710E17: This _assessment fens 13 Deitig used in lieu of objective tents which
would le: given to ntudentn. As seen as you haw, fintahed teaching enough of this
unit to detetnite -its degree of success with your students, please complete this fens
and send it to this Project office (addresn above). Fovelopes will be furnished you.
The judgments you wake in title report will be tabulated with those of other teachers
and form the basis for an eveluatica of the success of the unit.

This repent arks for your in:eir.ed opinion. Each of the questions below is followed
by ntubori fret. "17 to "7." The 17.241313 "1.,"'''2," and "3" represent the Iterative
(lee:It:Severable) -end of the ncele, with "1" sigkiriing the extreme neintive opinion.
Thu Moat:ere "5," "6," and "7" represent the zaitive (most favorable) end of the
scale,- with "?!! indicating the_esticrae positive opinion. 'The number "4" represents
tte (overate, Neutral) position. Please circle the number that -indicates most
nearly yeurlopitlion with rerpea -to each qdestien. . _

I. Did the najority or yee.ar students find
the readings in this interesting
and enjoyable?

1 2 3 4. 5 6- 7

2. Did-year students generally enjoy
these readir:r. mere than they usually
enjoy sir.1b r material in the language
arts prezrrea?

2 3 4 5 -6 7

3. Did the study of this unit malleyour
students wore responsive, interested,
and articulate than usual in eines
discuseions?

9. -Sire the readings-genrally success-
Tful with students of balow-average
ability?

1 2 3 4 t 6 7

0. Did the reading of this unit inter-'
ask. your students enough so that
they read more material of it sir4-
lar sort on their own?

1- 2 '3 4 5 6 7

4. Were the objectives of this unit ap- 17.
propristo and realistit?

1 2 3 4 5 6 7

5. 2as the voctnulary and style of writ-
ing used in the readingn in this unit
undratandabie to the majority of
your students?

1 2 3 4 5 6 7

6, Wert, most of your students able to
understa.st the -ideas and concepts pre- 34.

sented'in the readings in this unit?

1 2 3 4 5 S 7

13.

7. Were the readings in this unit gen-
erally succoesDll with the brighter,
more advanced -students dn your class?

2- 2 3 4 5 6 7

Were the readings generally success
ful with average students?

a.

1 2 3 4 5 6 7

A-6

1, 2 3- -4 5; 6 7

Did the study of this unit encour-
sgelltudents to undertake creative
projects--writing, drum, drawing
or pitinting,_etc.--on their cwn?

1 2 -3 4 5 6 7

_Were the backgrtund material and
Leashing suggestions-provided with
this unit helpful to you in-teach-
ing it successfully?

1 2 3 4 _5 6 7

fins the unit helpful to you in
teaching your students other as-
pect, of the language"arts?

1 2 3 4 5 6 7

Do you think the unit was worth
teaching to children of this age
end with this range of ability?

1 '2 3 4 5 6 7_

7
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OREGON LIEMERTARY MUSH PROJECT
University of Oregon

1.11gene 97403 .

TEACIIF21 ASSESSMENT: DEM CURRICULUM

At

Name of teacher Date

_School and city Grade level C

Lessen' covered 3 -

DIRECT7CIN3: As soon as you have finished teaching enough ofthis group of lessens to
determine its degree or success with your students, please complete this form card
send it-to the Projoet office (address above). Envelopes will be furnished yen. Ile
judemintTyou make in this report will be,tebulatawith those of other teachers and
form the hasisfer an evaluation of the success of the unit,

This report asks for your informed opinion. Each of the questions below is renewed
by nuMbers from "1" to "7." The numbers "1," "2," and "3" represent the ne?etivq
(least favorable) end of the scale,with "1" signifying the extreme negative opinion.
The numbers "5," "6," and "7"-represent-tht v_.,teeTet (mostIavorable) end of the
stale, with "7" indicating the extreme positive opinion. The nnnbar "4" 'represents
the middle (avertge, neutral) position. Please circle the number ,that- indicates
most nearly your minion with respect-to each question.

. The lessons stimulate an interest in drama among
the students.

. They aia clearly,presented and sufficiently simple ;
to follow.

. They stimulate the students to talk about the
ideas presented'in the lesson. .

. They utilize subjects that the students can
readily identify with.

. They provide a springboard for the students'
own imagination.

6. The lessons cause the children to became core a-
ware of details as they look and touch and move_
within their environment.

7. The students are able to work in pairsatis-
fecterily.

. a. The students enjoyed the audio tape, Lesson 4.

b. They were able to follow the directions in
the tape easily.

9. Do yen have additional ccmments or seggestioneT°

-A -7

as.

1 2 3 4 5 6 7

4 5 6 7

3. 2 3 4 5 6 7

1 2 3 4 5 6 7

1 2- 3 4 5 6 7

1 2 3 4 5 -6 7

1 2 3 4 5 6 7

1 2 3 4 $ , 6

1 2 3 4 5 6 7



have of teacher

OREGON ELEKENTARY ENGLISH PROJECT
_University of-Oregon

EUgene 97603

TEACHER ASSES T: LAEGUAGE CDHRICULIM

Date

School and city Grade level,

Lessons covered ',Human Lai: gage" (Unit II, Language C; Unit I, Language ,D)

DItECTIOUS: As soon as you havo finished teaching enough of this group of lessons to
determine its dogree of success with year students, please complete this form and sm.
it to the Project office (address above). Eftelopes will be furnished you. The judg-

ments you make in this report will be tabulated wPA those of other teachers and fens
the basis for en evaluation of_the success of the -unit.

C-D

This ieport csks for your informed opinicn. Each of-the questions below iS followed
by numbers from to "7." The_nuMbeft "1," "2,"-and-"3" represent the =gave-
(least favorable) end of.the-seale,-with "1",oignifying the extreme negative opinion.
The numbers "5," "6," and "7" represent theY0itivelmost favorable) end of -the scale
with "7" indicating-the extreme positive opinion. The number 401 represents the mi47-
gli(average, neutra1)-position. Please-circle the number that indicates most nearly
your opinion with respect to each question.

1. Format students the urit increased
interest in and -uriosity abut Ian-
ease*.

1 2 3 4 5 6 7
2. The unit helped to -increase the con-

fidence of.students in,their ebility
to use language.

,1 2 3 4 5 6 7

3. The lessons were well within the abili- 10.
ty range of most of the students.

1 2 3 4 5 6- 7
4. For most students the unit was success-

ful in achieving the stated parposes. 11.

1 2 3 4 5 6 7

8.. The Teacher - Introduction and the Sue.

SAste&Procedures provided-sufficiere
information-to enable you to teach
the-unit.

1 -2" 3 4 5 6 7
The- format-of the -lessons and -the

Teachers' booklet was satisfactory.

-1 2 3 4 5 6 7
The Supplementary Material contri-
buted to-the effectiveness of the
unit.

1- -2_ 3 4- 5 6 7
The unit made students aware of lam.
,gUage as a human phenomenon.

1 2- _ 3 4 5 6 7
The unit contribUted te-students$
understanding-of some of the impor-
tant characteristics of human lan-
guage.

1 2 3 4 5 b 7
13. The unit helped studcrts understand

bpi human language differs trot ani-
-mal systems of communication.

--_- 1 _2 3 4 5 6 7

14. --The-Unit _developed in the students at

appreciation of what human ]angu4ge
enables- us-to- do.

-1 2-- 3 4 5 6 7

5. The unit provided a satisfactory ba-
arcs between student- and teacher-
directed material.

1 2 31 4 5 6 7

6. The unit was appealing to children
with wide interests and abilities.

1 2 3 4 5 6 7

7. Th.) unit we; successful in drawing up-
on the students' intuitive knowledge

about language and in encouraging them
to discover answers tor themselves.

1 2 3 ,4 5 6 7

z.1



OREGON =mum' ENGLISH pROJECT
University of Oregon

Eugene 97403

TEACHER ASSESSMENT: COMPOSITION CURRICULUM

Name of teacher Date

School an ci y Grade level C D

Title(s) of 71.'esson(s)

DIRECTIONS: Each-time atter you have finished teaching four or five composition
lessons, please" complete one of these forms and send it to the Project office (addrer.
above). Envelopes will be furnished you. The judgments you make in this report will
be tabulated with those of other teachers and form the basis for_an evaluation of the
success of the-unit._

This report asks fqr your informed opinion. Each of the first seven questions below
is followed by numbers from "1" to *7:" The numbers "1,"*"2," and "3" represent the
negative (least favorable) end of the scale, with "1" signifying the extreme negative
opinion. The nuibers"5," "6," and "7" represent the positive (most favorable) end
of the scale, with "7" indicating the extreme positive opinion. ,The number "4" rep-
resents- the middle (average,- neutral) .position. Please circle the number that in-
dicates most nearly your opinion with respect to each question.

.

1. The students seemed to enjoy the -lessons. 2' 3 4 5 6 7

2.' The activity_and/ordidcussion gave students something
to speak -or write about. 1 2 3 4 5 6 7

3. The lessons) encouraged Students to beimaginitive. 1 2 3 4 7_

4. The lessoh(s) helped students-become more aware of
ways to speak and write effectively.

_ 1. 2 3 4 5 6

5. The teacherts-directions and materials were-adequate. 1 2--; 3 -4 5 6

6. The-purpose-of the lesson(s) was generally achieved. 1 2 3 4 5 6 7

7. The lesson(s) was (were) successful with students
of all ability levels. 2 3 4 5 6 7

8. Which, if any, of the lesSons in this group were unusually successful? Please
give titles.

_ 9. Vhieh, if any,-of these leSsons were not successful ? - 'Please give titles.

' 10. What changes, if any, would you-suggest in these lessons?

A-9



(AMON ELEMENTARY ENGLISH PROJECT
University of Oregon

Eugene 97403

TEACHE2 ASSESSREHT: DRAMA CURRICULUM

Rhine of teacher Pate

School and city Grade level

Lessons covered 1 10

DIRECTIORS: As soon as have finished teaching enough of this groUp of lessons to

7determina its degree of success with your students, please complete this form and scut
it to the Project office (address above). Envelopes will be furnished you. The judi7

nmnts you make in this report will be tabulated with those of other teachers and form
the basis for en evaluation of the success of the unit.

_This report asks for your informed opinion, Farh of the questions below is followed
by numbers from "1" to "7." The numbers "1," it'," and "3" represent the nnaative
(least favorable) end of the scale, with 89111 signifying the extreme negative opinion.
The numbers "5," "6,18 and "?"_repretent the positive (most favorable) end of the
scale, with "7" indicating the extrethe positive opinion. The number "4" represents

the middle (average, neutral) position. = please circle the number that indicates most

nearly your opinion with respect to each question.

5

1. The lessons stimulate an interest in drama among
the students.

2. The lessons utilize subjects and situations that
the students can readily identify with.

3. The lessons helpr the students to become more
conscious of their senses,

4. The lessons provide a Springboard for the
students' own imaginations.

5. The students participate quite easily and naturalli
in the exercises requiring work in pairs or small
groups.

6. In Lesson 4, the students understood what was meant
by character objectives and wereAtble to act them out.

7. a, The students enjoyed the audio tape, Lesson 6.
b. Trey were able to follow directions from the

tape easily.

S. a. The students enjoyed the taped story "The Silent
Voice and the UltcheS."

b. Theymere able to imagine and identify with the
ieelings of the witches.

c. They were able to concentrate *alledough to
establish the mood and maintain it throughout
the story.

cl4 They were satisfied with the way they finally
acted out the story.

9. Do you have additional comments or suggestions?

1 2 3 4 5 6 7

1 2 3 4 5 6

2 3 4 5

1 2 3 4 5 6 7

o

1 2 3 4 5 6 7

1 2 3 4 5 6 7

1 2 3 4 5 6 7

1 2 3 4 5 6 7

1 2- 3 4 5 6 7

1 2 3 4 5 6 7

1 2 3 4 5 6 7

1 2 3 4 5 6 7



Literature V=VI

RHYME SCHEME AND STANZA PATTERNS

1. Rhyzne'scheme deals only with and consists simply
of giving the same letter value to similar rhymes.

(1) end rhymes
(2) off rhymes
(3) internal rhymes
(4) eye rhymes

2. If the last words of two verse lines that made up a stanza were
flower =and earth in that order, the rhyme scheme would -be

(1) aa
-(2) ab
(3) ha'
(4) bb

The rhyme scheme for the stanza given below is

"The back yard world is vast as park-
With belly-tickle grass and stun
Of sudden sprinkler squalls that arc
Rainbows to the yap yap Sun.

(1) aabe
(2) abba
(3) abcb
(4) abab

4. If the last viords = of the four terse lines that made up a stanza were
Ldown clear, stood, and deer, in this order, the rhyme scheme

be

(1) aabc
(2) abba
(3) abcb
(4) abab

5. If the last words orthe five verse lines that made- up a stanza were
cow horse, coarse road, and load, in this order, the rhyme
scheme would be

(1) abcab
(2) .aabcc
(3) abbcc
(4) aabcd



Test: Rhyme Scheme
and Stanza Patterns_
Student

Literature V-VI

. Afstanza form that is made up of two verse lines, one right after
the other, with the same end rhyme and the same length, is called
a

(1) quatrain
(2) couplet
(3) ballad stanza
(4) limerick

. A stanza form that consists of four verse lines with a.particular
rhyme scheme (example: abab or abcb) is called the

(1) quatrain
(2) couplet
(3) free verse
(4) limerick

A complex'stanza. form thit consists.oflive verse lines,. rhymes
aftbba, and is usually used for humorous poems, is called the

(1) quatrain
(2) couplet
(3) ballad stanza
(4) -limerick

. The stanza for& given below is an example of which of rte following?

"For sOmething is amiss or out of place
When mice with wings can wear a human face. "

(1) quatrain
(2) couplet
(3) ballad Stanza
'(4) free verse

The stanza form given below is an example of which of the following?

"There once was a lady from Niger,
Who smiled as she rode on a tiger.

They returned from the ride,
-,With the lady inside,

And a smile on the face of the tiger. "

(1) quatrain
(2) couplet
(3) limerick
(0 free verse



Test: Rhyme Scheme
and Stanza Patterns
Student

Literature V-V I

11. Which of the following can be described as a quatrain that is put to
a special use in a poem?

(1) free verse
(2)- Wlad stanza
(3) couplet
(4) limerick

The stanza form given below is -.11 example of which of the following?

"Catch and.shake the cobra garden hose.
Scramble on panicky pams and flee
The -hiss of tensing nozzle nose,
Or stalk that snobbish bee."

m quatrain'
(2) couplet
(3) limerick
(4) ballad stanza

. Of-the follOWing, _rnark the e-hne- which does not have a rhyme, is not
formal oe_stantai and -does a _forital_rhyMe pattern.

14,

(1) quatrain
(2) conplet
(3) ballad stanza
(4)' free verse

The stanza given beloW is an example-of which of the following?

"It is hottoday, -dry enough for cutting grain,
and -I am_ drifting back to North-Dakhia =

wheatwhere _butterflies are all _gone brown With Wheat dust."

(1) quatrain
(2) couplet
(3) ballad stanza
(4) -free verse

15. The stanza given below is an example of which of the following?

"0 who =is this has done this deed,
This ill deed done to me,

To send me out this time of the year
to sail upon the sea ?"

(1) limerick
(2) couplet
(3) ballad stanza
(4) free verse



Test
Student

ALLUSION

Literature V-VI

"Sing a song of dirty air, and d-smog that burns the eye;
Four and twenty blackbirds baked up in the sky;
When the factory belched its smoke, -

The blackbirds ceased to sing:
Air, pollution isn't good for any living thing:"

1. The poem abbe is similar to another poem you probably know. The
other poem- is about:---

(1) -"go4rigfOr a walk
(2) blackbirds baked in a. pie
(3) feeding birds in the wintertime
(4). playing with -a- dog 1

2. The poem given above -is- an'example of because it refers
to another poem with which the poet expects the- reader to be familiar.

(1) allusion
(2) a sentence
(3) illustration
(4) a verb

3. The poem given above most probably makes you laugh a bit
because

.

(1)- you are thinking about Social Studies
(2) all-poetry-la tunny ---

(3) -you have neVer'heard--of "Sing a Song-of Sixpence"
(4) you are familiar with another version of "Sing a Song of Sixpence'

"I told them a thousand times if I told them once:
Stop fooling around, I said, with straw and sticks;
They won't hold- up; you're_taking an awful chance.
Brick is the stuff to build with, .solid bricks,"

4. The above verse lines allude to which of the following?

(1) the story of the Old Lady Who Lived in the Shoe
(2) the story of the Three Bears
(3) the story of the Three Little,Pigs
(4) the story of Little Jack Horner

5. Which of the following would 1>robably be true if you had never read sor
been told about the story inentioned in your answer to question number
4?

(1) the vereeliiies-.given above- would be funnier
(2) -the verse_lines_--giVen-Above would not be-funny or as meaningful

__Would_ not makela_nY difference
(4): the --abine



Test: Allusion Literature V-VI
Student

6. Which of the following Statements contains an! allusion?

(1) "Who do you think you are, George Washington?"
(2) "I am -going to go _for _a walk., "
(3) "Please pass the_ eggs." : .

(4) ,"What :us the answer_ to -this question?"

7. Which or the following statements- contains an- allusion?
-_'-

(1) "L want something-to- eat. i"
(2)- "My name is Fred Smith. "

-(3)_ "And here leis folks, --,our own Christopher-Columbus t"
(4)I--"What_ happened to the" magazine?"

-"Hey--diddle
T_ he -physicists : fiddle,

_The .Bleepi-juinped over the Moon.'
The little lloglaughed to see -such fun

And died the following June."

. The above 'poem ief an7imitation (Or: parddy) of the poem about;

an Old -Mangy and the Sea,
(2) "Hey Diddle _Diddle, =the -tat and the fiddle . . .11
(3)- an-old man -arid England
(4) "Hey Diddle Diddle, the dog the middle . . .11

9. If you were not = with the original "Hey Diddle Diddle"
poem you wouldiratiatid the allusion.

(1) comparedred
(2) faMiliar
(3) patterned

.(4) sent

10. Which of the fOlfowing describes allusion?

41'

(1) Allusion,can.refer to a person, a place, an event, or a literary
work.,

(2) Allusion can be found in everyday speech, literature, news-
papers, etc.

(3)- The person who uses allusion expects others to be familiar with
whatever is referred to.

(4) All of the above.

A-15



Test
Student

Language V-VI

Unit II. HOW SENTENCES ARE MADE
Lessons 1-6

1. Only, one of the pairs of word strings below is a pair of sentences.
Which one is it?

(1) The orchestra played.
The football team.

(2) The football team played.
The orchestra and the -band.

(3) 'The orchestra played_.
The band-played too.

(0 The orchestra.
The, band.

Here is a word string: The boys and rls. Which of the word
strings below could be added to this f rst_word string to make it into.
a sentence?

(1) school bells and recess
(2) danced and sang
(3) parents
(4) sisters, and brothers

Which of the following pairs of_word strings are noun phrases?
z

( 1)--- Ran- doWn -the lutter
-Flew- through the

-_Thiraitt -water _

The sitigle.--engine airplane
(3) Flowedid0Wa:the valley

Stopped_at:the-traffic=light
(4) Poured- downall_night-

Sparkled in-the morning sunlight

4. In order- to make a sentence using the word string. -"The-bird. " what .
type-of phrase-would you need to use?

(1). noun phrase
(2) verb phrase

.

. A slash line (/) divides each of the following sentences into two parts.
Whichof the sentences is divided into a noun phrase and a verb
phrasi?

(1) Water ran down / the gutter.
(2) The brown horse / galloped along the road.
(3) The twInklingrstars shone brightly- / in the sky.
(4) Dark, Mysterious / clouds lOomed Aver the sky.



Test
Unit II. HOW SENTENCES.- -'
ARE MADE: Lessons 1-6

Language V-VI

6. A sentence is made up of

(1) a noun phrase_ plus a verb _phrase:
(21 a noun phrase or a verb phrase.

13) a noun _phraise only.
(4) _a' verb phrase only.

7. In the-sentence:"Thkspider spins a.web, "-what is the word string
"The Spider"

(1) verb phrase only_
_(2)- subject noun-- phrase
(3) =noun phrase-or Verb phrase
(4)-_- subject verb_ phrase

8. Which of -the_ following__phrasesicontain &noun?

(1)- -ran-fast
(2) _ate_ slowly_
(3) hoz*: galloped
(4) gilloPed.loudly

. Which =of -the- following are plural nouns.?

(1) -baby, -girl, man
(2Y hOuse-, -woman, -zcrowd
(3) team, army, 'forest
(4)- ladies, -men, WO

10. What do the following word strings Wm in common?

the
all of the
none of the
one of the

(1) They are determiners and go before nouns,
(2) All of them are complete noun phrases.
(3) The word usually= following each of them is i verb.
(4) They are-verb phrases and they are incomplete.

11. Determiners usually Consist of

(1) most of the words in a sentence.
(2) all of the words in a noun phrase.
(3) words that go before nouns.
(4) words only found in verb phrases.
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12. Something used'in place of a noun or noun phrase is called a

(1) noun phrase.
(2) verb determiner.
(3) pronoun.
(4) null determiner.

13. Which of the following words are nouns or pronouns?

(1) the, all, mine
(2) blacks fast, went
(3) three, jumped, dead
(4) t tors% they
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1. Which of the following go together to make a system?

(1) grass, railroad-tracks, stream in the foreit
-- (2) railroad tracks, railroad ties, railroad track spikes

(3) do-ors, -sidewalks, airplane flying over the mOuntains
(4) school, class, football-game-

2. Which of these best :describes a system?-;

(1) orderly, predictable, organized; governed by rules and laws-
(2) governed bylaws and rules, but-not orderly, not predictable,

organized
(3) Orderly,, predictable, organized, but-nOt governedly- rules---
(4) ec011ection of unrelated _things,-- ideas, -peOple

3.- Language is -similar -to_a-complete railroad system because both
of them have units Which

(1) -go-to-gather-An just any order.
(2), -usually-AO-not -goi_ttigether._
(3) -go topther-in'a tertlin:order=t0-get _a job done.
(4)- are mechanical, long,- and unsystematic.

Language-is- a system-beCause it consists of

-I (1) --part sthat are sometimes related. .

(2) parts that go together in an _Orderly-way according to rules.
(3)- new rules-that- are made up when-needed.'
(4) parts that-never go-together:to Make up a Whole.

5. In which of the folloWilig do we Use Spoken. or written language --

sySterns?

(1) science
(2) mathematics
(3) language-_arts and social studies
(4) allrof_these

6. When you and a friend are talking to each other, Which of the following
are you using?

(1) words and Phrases.
(2) *ideas
(3) sounds and movements
(4) all of these

£19
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7. Which of the following groups of words would most likely be part
of the language system of English?

(1) wings the in and sky tit high airplanes have
(2) some -rivets are wide and flow lazily along
(3) are snow with covered and mountains sometimes high
(4) red roses, flowers are fragrant _usually

8. Which of_ the_ following-people should have the least trouble under-
standing you 3rou talk? -

student from _England
(2) a boy froni Japan

-131-a., girl-from-your own school cites
(4)-4:teenager from

9. If a friend -ollyours from -Mexico_ spoke to you in English, but put
his words in the order in-Which:he woUld speak them in Spanish, then

(1) he would put them in the same order you would.
(2) the words of some sentences would seem out of order to you.
(3) you would probably not understand him at all.
(4) none of his sentences would differ.from yours.

10.. Imagine that you asked a friend, "When are you going to lunch?"
Which of the following best describes what has just happened?

(1) You didn't stop to think about correct sentence structure before
you spoke.

(2) Before you spoke, you made sure both a noun and verb were
present in your question.

(3) You made sure the verb wale in the correct tense before you
spoke.

(4) You had to stop and think of the word for noon meal ("lunch")
before you spoke.

11. -Because's person Speitking his native language hardly ever.stops to
make sure his sentence structure is correct before he speaks, he is
showing that

(1) language is natural and does not have to be learned.
(2) language has been learned so well that we use it automatically.
(3) most of the time we are lucky to be understood.
(4) the rules and related parts of language are not necessary.
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